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Abstract
The purpose of this qualitative phenomenological study was to identify the social,
institutional, and academic factors African American males and community college staff
perceive are required for student retention. Spencer’s functionalism theory framed the
study. Spencer argued that as the various organs work together in keeping the human
body healthy, so can the multiple departments of an organization work together to care
for the needs of its member citizens. The prism of the functionalism theory is that
departments working cohesively and cooperatively within an organization better the
social, institutional, and economic outcomes of the citizens. A total of five African
American males and six community college staff members from two community colleges
in the Northeast US participated in this study. Student participants ranged from ages 18 to
24 and entered their second year of community college. Research during the last decade
shows that while African American males enroll at community colleges, they are not
graduating at the rate of other racial/ethnic gender groups. In addition to the low
graduation rates, the high dropout levels diminish these men’s representation at
community colleges. Political and educational leaders demand that community colleges
retain the men for graduation completion to supply the U.S. economy with degreebearing African American males. The findings show that despite the COVID-19
pandemic, African American male students benefited from the collaboration and
cohesiveness of departments to provide resources vital to the males’ retention to progress
past their first year.
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Chapter 1: Introduction
Despite the challenges that impact their retention to persist beyond their first year
of community college, some African American males in 2-year colleges are retained and
persist to their second year (Bratton, 2018). There are deterrents reinforced in the media
or by institutional practices that are documented in empirical studies and academic
research journals, portraying these males as low performers in college, at risk of failing,
incapable of learning, and overall “bad boys” (Brooms & Perry, 2016; Harper, 2012).
The study attempts to counterbalance the one-sided views others have of them by
capturing the voices of first- and second-year African American male students regarding
their successful social, institutional, and academic integration into community colleges.
The men identified the factors that helped them persist through their first year at the
participating colleges. In addition, this study investigates the perspectives of community
college staff on the factors needed to improve African American males’ retention and
personal persistence toward their second year.
This study defines retention as continued enrollment at the same institution
(National Student Clearinghouse [NSC] Research Center, 2014). Persistence refers to the
personal character trait of the student, that is, his intrinsic motivation to pursue his goals.
When students are involved in relationships with peers, college staff, and an
organization on campus, their social and academic integration increases; integration is
defined as students having a sense of belonging or welcome. Integration impacts
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students’ retention towards degree attainment (Cam et al., 2019). Social and academic
integration refers to the students’ institutional commitment to a college. Goal
commitment (e.g., degree attainment, high GPA, or processing to the next semester) is the
dedication to pursuing activities that an individual will work towards achieving.
Institutional commitment is a student’s decision to stay at or leave an institution (Tinto,
1975). Mbuva (2011) conducted a study in which the findings showed that institutional
commitment directly impacted African American students’ decision to stay or drop out of
college. The higher the students’ integration, the more committed to college completion
(Cam et al., 2019; Tinto, 1975).
Retention and Personal Persistence of First-Time College Students
Many African American male students who persist from high school to college
may find higher education’s first 2 years challenging and demanding. First-year college
students face challenging adjustments from internal and external factors, leading to
attrition (Cam et al., 2019). For example, Cam et al. (2019) studied first-year Vietnamese
students enrolled at Ton Duc Thang University. Halfway through their program, the
researchers found that 25% of the students dropped out, not persisting to degree
attainment, while 75% remained and persisted. Those students who did not stay said their
primary reason for failing to continue their education was a disconnection with peers,
college staff, the college environment, and an overall lack of social and academic
integration. The 75% of students who persisted in degree completion shared that, more
than likely, social and academic integration affected their decision to stay and continue
their studies (Cam et al., 2019). The Cam et al. findings suggest that academic and social
integration significantly affects students’ goals and institutional commitment, thus
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impacting their remaining and persisting at the institutions. Knapp et al. (2010) agreed
that first-year students at community colleges who engaged in college activities and
developed networks with peers, staff, faculty, and other campus agents were more likely
to be retained and persist than those who did not.
Students lacking positive social and academic integration at community colleges
may not stay, thus decreasing student enrollment and graduation completion (Bailey,
2017). Emphasizing the significance of social and academic integration, Jabbar and
Edwards (2020) conducted a 5-year longitudinal study at a Texas community college
regarding the factors impacting students’ transfer selection. Jabbar and Edwards found
that institutional support and social engagement with peers, faculty, and staff were
significant factors in students transfer selection.
Bailey (2017), Cam et al. (2019), and Jabber and Edwards (2009) all concluded
that when students do not feel a match between their needs and institutional support, they
likely will not stay in school. The research emphasized that the primary reason first-and
second-year students do not return to their institutions is due to a lack of social and
academic support. The researchers’ findings may be a factor in the general decline of
full- and part-time student enrollment at public and private 2-year institutions in the
United States between 2009 and 2015 (Table 1.1). The researchers’ findings indicate that
community colleges may not be doing enough to integrate African American male
students socially and academically so to retain them for degree completion.
As shown in Table 1.1, full-time student enrollment decreased in the United
States from 918,645 to 656,587 between 2009 and 2015. Part-time students enrollment
decreased from 473,589 to 380,393 between 2009 and 2015 (NCES, 2016). The NSC
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Research Center (2018) explained that fewer students enrolling at community colleges
equate to fewer students persisting to degree completion and beyond.
Table 1.1
First-Time Degree Seekers by Entry Year
Institution
enrollment
Full-time, 2-year
Public institutions
Nonprofit
institutions
For-profit
institutions
Part-time, 2-year
Public institutions
Nonprofit
institutions
For-profit
institutions

2009

2011

2012

2013

2014

2015

918,645
795,982

799,719
709,084

756,567
679,809

738,559
668,861

709,824
644,765

656,587
601,515

7,960

10,698

7,738

7,180

13,011

10,657

114,703

79,937

69,020

62,518

52,048

44,415

473,589
464,126

474,207
466,013

461,878
455,372

440,820
435,470

424,166
419,662

380,393
376,183

760

955

740

839

792

760

8,703

7,239

5,766

4,511

3,712

3,450

Note. Adapted from “Retention of First-Time Degree-Seeking Undergraduates at DegreeGranting Postsecondary Institutions, by Attendance Status,” National Center for Education
Statistics (2016). https://nces.ed.gov/programs/digest/d18/tables/dt18_326.30.asp

However, despite the low enrollment and integration factors impacting student
retention and personal persistence at community colleges, some community college
students progress to their second year and beyond. For instance, Table 1.2 shows the
number of postsecondary awards conferred and students who received them by control of
institution, level of institution, gender, race/ethnicity, and level of award in the United
States in 2016–2017. The institutions listed in Table 1.2 participated in the U.S.
Department of Education Title IV Federal Student Financial Assistance Program. The
Title IV program provides accredited institutions with federal funds to support eligible
students seeking federal financial assistance (Ginder et al., 2018).
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Table 1.2 shows a small group of African American male students committed to
their personal and institutional goals and completed degrees beyond community college.
These men going further than their 2-year college experience implies they could have
participated in social and institutional networking to ensure positive college outcomes.
For example, institutions conferred upon African American male students 67,531
bachelor’s degrees; 24,818 master’s degrees; 1,805 doctoral degrees in research and
scholarship; and 2,524 doctoral degrees in professional practice. Having the mindset to
put in the hard work to meet the rigors of college, these men show others that African
American males can do college work—just like members of other racial/ethnic and
gender groups.
Although a small band, these young men closed the educational and economic
gap between themselves and other racial/ethnic gender groups. Table 1.2 also shows that
different racial/ethnic and gender groups outnumber African American males in degree
attainment. For example, the total degrees conferred were 4,954,851; African American
males attained 197,743 degrees; Hispanic males attained 277,332 degrees; Hispanic
females attained 439,448 degrees; White males attained 1,140,660 degrees; White
females attained 1,548,954 degrees; Black females attained 371,699 degrees. Even
though the numbers appear discouraging, they are not. Institutions can be vital in closing
the social and academic gap by changing how African American men are integrated.
Providing African American male students with the opportunity to strengthen and build
college staff and peer relationships, involving them in organizations, and utilizing
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Table 1.2
Title IV Awards Conferred by Institution, Race/Ethnicity and Gender: United States,
2016–17

Note. Title IV institutions have a written agreement with the U.S. Department of Education to participate in
any Title IV federal student financial assistance programs. Awards displayed in this table were conferred
during the 12 months of July 1, 2016, to June 30, 2017. SOURCE: Ginder, S.A., Kelly-Reid, J.E., and
Mann (2018). U.S. Department of Education. Washington, DC: National Center for Education Statistics .
Retrieved from http://nces.ed.gov/pubsearch.
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Campus services could increase the number of African American men staying at and
returning to institutions. With an increased number of African American male students
being retained at institutions to persist to degree attainment, more degrees will be
conferred upon them, likely closing the gap.
This study focused on a small group of second-year African American male
students at community colleges who persisted beyond their first year. The study focused
on the social, institutional, and academic factors that helped these men go beyond their
first year at a community college to achieve degree completion. African American males
and community college staff sharing their points of view about direct student support and
institutional practices could help the community colleges to create a culture of student
equity.
Retention of African American Males in Community Colleges
African American males’ retention in community colleges has been of inquiry
since the late 1990s. Historically, African American males are the lowest-performing,
most underrepresented, and most underserved student group in higher education (Bratton,
2018; Harris & Wood, 2013; Wood, 2014. The interest in the African American male
students’ retention compared to those of other racial/ethnic males has broadened. For
example, the NCES (2016) reported on the retention of African American males to
degree completion at community colleges and found that a minority (11.4%) of African
American male students earned degrees in 6 years compared to White males (25%).
Bratton (2018) found that only 12% of African American males were retained and
graduated after 3 years of college studies compared to 23% of Asian males and 24% of
White males.
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The dropping out of men at high numbers impacts their retention and degree
completion at community colleges. For instance, in 2013, Wood and Williams found that
11.5% of African American males left community college within 1 year of admission,
48.9 % left after 3 years, and 83% left without a degree or certificate after 6 years. Hence,
African American males’ dropout rate from community colleges increases (Cam et al.,
2019).
Besides lagging behind other racial/ethnic males in retention at community
colleges, African American males’ personal persistence through 4-year institutions is
low. As early as 2006, the U.S. Department of Education reported that Asian males at
community colleges had a 90.6% first-year retention rate than African American males’
73.6% first-year retention rate (Rooney et al., 2006). White males’ first-year retention
was 74.7%, while Hispanic males' was 76.9%. Tyler et al. (2013) examined minority
students’ graduation rates at community colleges and found that only 15% of Hispanic
students and 14% of African American students graduate after 3 years. Compared to 27%
of White males, 40% of African American males in community colleges do not persist to
4-year institutions (NCES, 2016).
Shapiro et al. (2017) reported the 6-year outcomes of starting postsecondary
students by race, ethnicity, and gender in the fall of 2010. The report showed the low
retention rates of first- and second-year African American male students at community
college (Figure 1.1).
Figure 1.1 shows the 6-year outcomes of all starting postsecondary education
students by race, ethnicity, and gender. Moreover, Figure 1.1 shows the proportion of
African American males outnumbered in college enrollment, retention, and degree
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completion compared to members of other racial/ethnic gender groups (Shapiro et al.,
2017). For example, 16.1% of White women persisted beyond their first and second years
to research degree completion at other higher learning institutions than 8.0% of African
American males, 9.0% of Hispanic males, and 11.6% of Asian 12.9% of White males.
And compared to 38.6% African American females, 31.3% Hispanic females, 23.6%
White females, and 16.2% Asian females, 50% of African American males drop out of
community college without degree completion over 6 years.
Figure 1.1
6-Year Outcomes by Race, Ethnicity, and Gender, Fall 2010

Note. This table represents all students who began postsecondary education in the fall of 2010.
Reprinted with permission from “Overall Completion Rates by Race and Ethnicity,” by Shapiro
et al., 2017, A National View of Student Attainment Rates by Race and Ethnicity – Fall 2010
Cohort (Signature Report 12b), (p. 11). Copyright 2017. National Student Clearinghouse.
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The educational outcomes for African American males may seem bleak based on
the limited number of males enrolled and completing their studies. However, it may be
just the opposite; the success of the 8.0% who persist and the 25% who remain could
inspire present and future African American males to aspire to college and reach degree
completion, thus improving their social and economic prosperity. The study uncovered
factors that African American males and community college staff identify as essential to
the retention of African American male students.
Community Colleges and African American Males
Community colleges serve as the entryway to higher learning for over 12 million
students from various backgrounds, races, ethnicities, genders, and socioeconomic
classes (Horton, 2015). The purpose of community colleges in the United States was to
train minorities and underrepresented people for the workforce. Community colleges’
promise of improved social and economic status for minorities boosted community
colleges’ enrollment of African American males and other underrepresented groups.
However, compared to other racial/ethnic and gender groups, African American males
have not achieved at community colleges because of their low retention and eventual lack
of personal persistence (Allen et al., 2016). African American men’s low retention rate
has impacted their enrollment and persistence to move past their first and second years at
community colleges (Allen et al., 2016; Shapiro et al., 2017). Their inability to remain at
community college through graduation and degree conferral decreases their opportunities
to compete in an economy with degree-bearing graduates of varying races, genders, and
cultures (Bratton, 2018; Wood & Newman, 2017).
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Problem Statement
African American males are outnumbered by other racial/ethnic and gender
groups, primarily White females, White males, and African American females, in their
enrollment, retention, and degree completion at community colleges (Shapiro et al.,
2017). To help African American male students at 2-year colleges increase their college
outcomes, higher learning institutions may need to improve how college staff and peers
integrate the men socially and academically into the college environment.
This study fills the gap as little research has examined the factors both African
American male students and community college staff identify as required for student
retention on the social, institutional, and academic factors impacting the retention of firstand second-year African American male students. African American males and
community college staff filled these gaps by identifying the social, institutional, and
academic factors required for the males to persist past their first year in community
college.
Theoretical Rationale
The functionalist theory, also known as the structural-functional theory, framed
this qualitative study. According to Herbert Spencer (1898), functionalism is when
various societal or social institutions collaborate to serve and govern individuals’ needs.
Spencer explained that social institutions are schools, government agencies, families,
healthcare facilities, and churches. The theory helped explain how African American
male students at community colleges perceive institutional support in meeting their needs
when being socially and academically integrated into the college environment. African
American male students’ social and academic integration affects their goals and
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institutional commitment, which likely influences their staying or leaving the institutions
(Cam et al., 2019; Tinto, 1975).
Spencer (1898), an English sociologist, philosopher, and biologist, was the
theory’s originator. Spencer constructed the functionalist (structural-functional) theory by
applying Darwin’s (1859) evolution theory of natural selection, where organisms
naturally changed over time due to physical or behavioral traits. Darwin’s theory suggests
that although species are independently different, their physical structure and function are
similar (unity of types). Darwin found that the human-hand bones were similar in pattern,
position, and function to a mole’s hands, an orca’s large pectoral fins, and a bat’s wings.
As Darwin (1859) saw similarities between the human species and other species, Spencer
(1898) saw similarities between institutions in society and the human body. Spencer
perceived that as complex as the human body is, its different organs work together to
keep the body functioning. Spencer perceived that social institutions, whether
educational, governmental, or religious, have parts, such as patterns of beliefs, values,
customs, and behaviors, that work together to serve and govern individuals. For instance,
if institutions were to invite African American males to participate in campus clubs and
organizations, the men would feel a sense of belonging and commitment (Tinto, 1975).
When asked to participate in campus clubs and organizations, the men likely feel a sense
of belonging or solidarity with the institutions (Durkheim, 1964).
Durkheim (1964), another sociologist like Spencer (1898), viewed societies
(institutions, clubs, and organizations) as living organisms with interrelated and
interdependent parts working together to maintain stability to meet individuals’ social
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needs. Parsons (1961) believed in dynamic equilibrium. Dynamic equilibrium is when all
components work together in a healthy society to maintain social stability.
Functionalist Theory in Higher Education
Both Spencer’s (1898) and Durkheim’s (1893) functionalist theories can apply to
higher education biological and sociological perspectives. It provides a means to
understand, examine, inform, and analyze institutional support to assist students in
achieving (Elliott, 2020). Grounded in social understanding, Nancarrow and Borthwick
(2021) provided a sociological and academic perspective of functionalism in the allied
health profession (e.g., dentistry, pharmacy, nursing, medicine, and imaging). They
perceived that functionalism could assist college agents in adopting current thinking and
ideas on policies and standards to better students and college staff outcomes and prevent
the profession’s educational stagnation.
Drawing on the functionalism theory, Nancarrow and Borthwick (2021) compared
the allied health professions as a collective and independent discipline in the northern and
western hemispheres. The researcher found that the allied health workers were considered
second-best when allied health divisions worked independently of legislation and the
health industry in both hemispheres. When allied health organizations collectively
worked with other health care disciplines such as counselors, psychologists, and
governmental agencies, they increased their range of services and treatment for the
community, thus making them relevant in society and the health industry.
Elliott (2020), using structural functionalism and professionalism frameworks,
found that students in college benefit from academic advising. Elliott (2020) perceived
that with increased transfer rates, declining state economic support, and low student
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enrollment rates, academic advisors can significantly impact students’ retention at
college. His findings suggest that student affairs professionals and college administrators
need to provide college staff time and resources to integrate students into the college
environment. The study results indicate that student retention is enhanced when students
and college staff interact positively. However, when the interaction between students and
college staff is not favorable, the student may leave the institution (Tinto, 1975). Tinto
emphasized that student departure is longitudinal based on the social and academic
systems of the colleges in accepting or rejecting students in the institutional environment.
The functionalist theory’s focus on societies utilizing all aspects of their
organizations to service (or serve) individuals’ needs is critical to African American male
students’ social and academic integration and commitment to community colleges.
Institutions working together to utilize staff, counselors, advisors, and clubs to integrate
African American male students into campus life remove any unnecessary pressure the
men may be experiencing. And in so doing, the students feel the freedom to be a part of
the institution’s rituals, customs, and traditions.
Statement of Purpose
The purpose of the study is to understand the social, institutional, and academic
factors first- and second-year African American males and college staff at community
colleges perceive to affect the men’s integration to persist beyond their first and second
years. Another central purpose of this study is to learn the social and institutional factors
they utilized to pass beyond their first and second college years through the men’s voices.
The men telling their experiences and the resources implemented to succeed may
encourage other African American males to pursue a college education. Besides the
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men’s narratives, essential to this study is the comparing African American male
students’ and community college staff’s understanding of the factors impacting the men’s
social, institutional, and academic integration.
A qualitative phenomenological research method was used to understand the
phenomenon by utilizing data analysis and data collection. Few studies address the
factors African American male students and college staff at community colleges perceive
to impact men persisting beyond their first and second years (Blekic et al., 2020;
Creswell & Poth, 2018).
Research Question
The qualitative research question guiding this study was: Do African American
males and community college staff identify the social, institutional, and academic factors
required for student retention?
This qualitative phenomenological study focused on African American males’
and community college staff sharing their perspectives and experiences on the factors
vital to the men’s social, institutional, and academic retention at community college. A
constructivist view was taken and allowed the researcher to construct meaning from
multiple sources to understand the participants’ experiences (Creswell & Creswell, 2017).
Utilizing protocol interview questions, the researcher implemented semi-structured, openended questions to allow participants to openly share their social and academic
experiences.
As problems might affect the findings of a phenomenological study on African
American males in education, Chapter 5 will discuss the issue in further detail (Creswell
& Creswell, 2017). The qualitative disadvantages included (a) selecting five African
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American male students between ages 18 and 25 who would participate in the study, (b)
selecting five African American male participants who all attended community colleges
in the same state and region, and (c) that the study will include African American males
or males who identify as African American. The African American male participants
were enrolled full-time at the participating community colleges where data collection was
virtual. The males being in the last semester of their first year or their second year of
community college was vital to studying the factors they perceived essential to their
college retention and persistence.
Potential Significance of the Study
This study is significant because it adds to the literature regarding the social,
institutional, and academic integration of first- and second-year African American male
students at community colleges. Of primary importance is how the men and college staff
perceive higher learning institutions service their social and academic needs to help them
persist beyond their first year.
There is minimal literature on first- and second-year African American male
students’ and college staff perceptions regarding how institutions use their resources to
integrate the men into the college community. There is no shortage of empirical literature
on student outcomes when institutions do not utilize resources to support them. Like all
students, but primarily African American males, when they feel a sense of belonging and
are welcomed in college (social and academic integration), they will likely decide to stay
and not leave the institution to persist in completing their studies.
African American males’ voices are essential to the literature for several reasons.
First, the men telling their stories may bring awareness to those managing African males’
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college integration that they are the most underserviced (or underserved) and
underrepresented of all other racial/ethnic gender groups (Shapiro, 2017). Shapiro’s 6year outcome on African American male students’ performance at community colleges
supports the results that the men lag in enrollment, retention, persistence, and degree
attainment. Second, the research serves as a platform in which the men’s college
experiences may be the catalyst to encourage and strengthen current and future African
American males pursuing higher education (Gannon & Roberts, 2018). Finally, the
researcher hopes that the men’s stories will bring awareness to those responsible for
servicing/serving African American males to improve culturally relevant practices to
increase African American males’ college outcomes. The men telling their stories is
essential to keeping them relevant and significant in colleges and universities’
educational landscape.
Gaining knowledge of the men’s experiences and their perceptions of the factors
impacting their college success may change how community colleges interact with
African American students in the future to provide them with the essential resources and
social capital necessary for their college completion.
Definitions of Terms
Academic and social integration – a sense of belonging and welcoming in a
community by academic networking and participating in social activities (Cam et al.,
2019).
Academic success – grade point average (GPA), retention, persistence, and degree
attainment (NSC Research Center, 2019).
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African American males – U.S.-born and Black immigrants: foreign-born
individuals establishing permanent residency as naturalized citizens or permanent
residents (Kim, 2014).
Blacks/Black people – classification of individuals with mid- to the dark-brown
complexion (Wood & Turner, 2010).
Functionalist theory or structural-functional theory is how institutions work
together to serve society’s needs (Spencer, 1898).
People of color – primarily used term in the United States to describe any nonWhite person (e.g., African Americans, Hispanic Americans, Asian Americans, Native
Americans, Pacific Islander Americans, Middle Eastern Americans, and others).
Persistence – in this study persistence means the character trait of the student to
persist beyond the first year at the same community college.
Retention – starting and finishing at the same institution (Wood & Turner, 2010).
Social capital – in education, conceptualized as the resources provided to an
individual/group through social networking (Dika, 2012).
Chapter Summary
Community colleges face many challenges in educating first- and second-year
African American male students enrolled at their institutions. Several difficulties impact
the colleges’ ability to retain the men to persist to sophomore status. First, there is the
declining enrollment of African American male students in community colleges. African
American males have the highest dropout rate among racial/ethnic and gender groups.
Next, the men’s low retention rate contributes to having the lowest number of degrees
conferred at all degree levels. Finally, there is the concern that only a small group of
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African American male community college students graduate to enroll at 4-year
institutions. These challenges cause community colleges difficulty, impacting the men’s
economic and social future, student enrollment, and degrees conferred. Low student
enrollment means fewer degrees granted and the weak retention of students progressing
to higher learning institutions. These concerns have caused community colleges to find
methods to improve African American men’s retention.
Chapter 2 reviews the current literature of no more than 10 years and provides
historical information on African American males’ education. The literature will be
relevant to the study of African American males’ retention at community colleges. The
second chapter is the foundation for the study to better understand, through the men’s
voices, what colleges can do to utilize their resources to welcome the men into the
college environment, thus shaping their college commitment.
Chapter 3 provides a methodological approach to the qualitative research study,
explaining a detailed plan of the research method, the research context, the research
participants, and the study instruments. Chapter 3 also includes the participant selection,
the research design, the researcher’s role, ethical considerations, data collection
procedure, and data analysis. Chapter 4 presents the findings of the study, and Chapter 5
offers a discussion of the results and suggestions for further research.
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Chapter 2: Review of the Literature
Introduction and Purpose
The purpose of this literature review is to evaluate the research regarding the
factors African American male students and community college staff identify as vital to
the males’ retention to continue beyond their first and second community college years.
African American males are not graduating at the rate of other racial/ethnic and gender
groups from community colleges (Shapiro, 2017). Hence, this study will focus not on the
barriers hindering the men’s college success but on understanding the factors that African
American male students use to persist past their second year of college. Examining the
resources and support services offered at higher education institutions to help the men
attain associate degrees or higher will be considered. Therefore, this qualitative
phenomenological study will address the research question: Do African American male
students and community college staff identify the social, institutional, and academic
factors required for student retention?
This literature review provides the context for understanding African American
males’ personal persistence through completion of their first-year program and
matriculation into second-year status to earn an associate degree and ultimately to
progress to a 4-year college in pursuit of a bachelor’s degree. This review focuses on the
empirical studies relating to understanding African American males’ experiences at
community colleges, including their commitment to achieving degree attainment. The
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review analyzes current studies investigating the men’s perceived factors influencing
African American males’ college outcomes. Included is an analysis and synthesis of the
findings to understand the phenomenon better.
Electronic searches were completed using ProQuest, Taylor and Francis, Arts and
Humanities, Google Scholar, and Phys-Net. Searches included combinations of the
following keywords: “African American males,” “Black males,” “Black immigrants,”
“college staff mentoring,” “community college,” “junior colleges,” “two-year colleges,”
“achievement,” “university,” “retention,” “persistence,” “degree completion,” and “social
capital.” Studies that combined African American males’ military experience, and drug
and alcohol addiction were excluded from this review. This study focused on the
retention of African American male students either in or entering their second year at
community colleges.
The initial search included peer-reviewed scholarly journals published between
2016 and 2020; therefore, the most recent studies on African American males’ narratives
were read and analyzed between the last 5 to 10 years. Because the first search produced
a broad range of potential studies, narrowing the search required a second investigation.
Implementing key terms such as college achievement, college staff engagement, Black
males, mentoring, African American males, social and academic integration, college
success, and retention narrowed the search to articles more germane to this study. Further
reviewed literature showed that African American males’ narratives and institutional
support are interwoven, and this discovery required a third search. Like the second
search, a third search using ProQuest, EBSCO, Google Scholar, Education Source, and
remote librarian assistance was conducted. The key terms of the third search included
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first-year, second-year, college staff engagement, college staff tutoring, community
college, African American males at community college, and narratives of African
American males at community college. The third search produced the selected articles for
review. The research designs for most of the studies were either qualitative narratives or
phenomenological. Creswell and Poth (2018) explained that a qualitative approach
enables the researcher to understand and discern how people experience and interpret
their world.
Social Supports
Community colleges providing African American male students with the social
support to build college staff and peer relationships through clubs, organizations, and
other campus activities may increase the men’s social and academic integration to reach
degree completion (Clark, 2019; Tolliver & Miller, 2018). Developing on-campus
college staff and peer relationships is critical to the males’ social integration and a
primary factor in determining whether to drop out or return to the institutions to complete
their studies (Tinto, 1975). Clark (2019) and Brooms (2020) conducted qualitative studies
that found that increased college staff support and engagement increased African
American male students' social networking, persistence, retention, and overall college
outcomes. Clark implemented an autoethnography method and the “other fathering
theory,” a slave term coined from “other mothering” or “substitute mothers,” to tell his
narrative. Clark found through his professional experiences, personal stories, and the
testimonies of surrogate fathers that African American male students who engaged in a
surrogate relationship with college staff were more likely to succeed in college than
males who were not so engaged. For example, Clark continued beyond his first and
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second college years because of the other fathering of African American male college
staff, Dr. Webb, Dr. Hodge, and Dr. Harrison, who replaced Clark’s dying father. The
professors substituting as Clark’s father motivated him to attain his undergraduate,
graduate, and postgraduate degrees.
Clark (2019) perceived that college staff support was vital to African American
males’ college success, and Brooms (2020) agreed. Brooms (2020), in his study of 65
Black males at three 4-year, predominantly White institutions (PWIs), investigated
African American males’ perception of college staff support on the men’s college
success. The findings suggest that college staff, being student-centered, mentored and
created a caring environment that broadened the men’s connections with others and built
their commitment to attaining academic goals and staying on a trajectory aimed toward
success. In other words, college-staff support mattered because it provided the men with
a sense of purpose to accomplish their academic goals.
In their studies, Clark (2019) and Brooms (2020) demonstrated that both African
American males and college staff, working together to improve the men’s retention to
persist to graduation, could strengthen their trust in each other and create a possible
solution to decreasing the conception of being failures.
On-campus support as initiative programs create social networking and
connections for African American males with peers and college staff, subsequently
increasing their mindset to establish positive college experiences (Bratton, 2018; Brooms
et al., 2015). Bratton (2018) and Brooms et al. (2015) contended that initiative programs
were beneficial to African American men’s social and academic growth and
development. Bratton (2018) conducted a qualitative narrative study using a thematic
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method and a single-person approach to African American male students’ lived
experiences in a 4A initiative program at a Mid-Atlantic community college. The 4A
initiative program provides academic and social opportunities for the men to increase
their academic and social outcomes through mentoring, discussion groups, workshops,
tutoring, enrichment sessions, field trips, and academic advisement. Bratton’s 20 male
participants were African American male U.S. citizens between 18 and 24 years of age;
six administrators participated in the study. Bratton’s (2018) purpose was to examine if
African American males’ participation in a 4A program increased their social interaction,
self-efficacy, and college outlook. The program objectives were to allow the males to
learn about the available campus resources to support their social and scholarly needs
besides building ongoing relationships with college staff and peers. Through the African
American males’ narratives, the researcher found that initiative programs like the 4A
program helped the men construct strong college staff and peer relationships that changed
their mindset to achieve college goals compared to non-4A program male students.
Like Bratton’s (2018s) research, Brooms et al. (2015) also focused their
qualitative study on Black males in a Black Men Achieve (BMA) program at a PWI. The
research was conducted at a university in the United States’ mid-southern region and
aimed to investigate the BMA program’s effects on the males’ college experiences. The
program utilized social capital theory to provide information networks, construct college
staff-student relationships, and create peer engagement and student awareness of oncampus resources and activities. The 16 African American males who participated in the
study were five first-year enrollees, six second-year enrollees, and four third-year
enrollees. Participants in the study had to be active members of the BMA program. The
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participants engaged in semi-structured interviews and responded to a questionnaire to
tell their educational and personal experiences of being in the BMA program and its
impact on their academic achievement. Through the men’s narratives, Brooms et al.
(2015) found that when provided with the opportunities in safe spaces to share personal
concerns, build college staff and peer partnerships, and learn resources beneficial to their
personal, social, and academic experience, the men benefited from the BMA. Therefore,
it is reasonable to conclude from the studies by Bratton (2018) and Brooms et al. (2015)
that initiative programs, such as the 4A and the BMA, strengthen African American
men’s social and academic integration to improve behaviors and attitudes that impact
their attrition and retention.
In the Bratton (2018) and Brooms et al. (2015) studies, the programs’ successes
depended not on a single entity but on the staff and the men working jointly to have a
successful outcome. Bratton (2018) and Brooms et al. (2015) maintained that the success
of initiative programs like the 4A and BMA depends on African American male students
and college staff building alliances. With the men’s low retention under scrutiny and
community colleges being held accountable to graduate them, it may be beneficial to both
groups to have ongoing communication on the factors necessary for the men to go
beyond their first college year.
Institutional Supports
In the past 20 years, increasing enrollment in online education has grown at
institutions across the United States (Berry, 2018). Berry reported that 32% of U.S.
college students have enrolled in at least one online class, and 25% are in full online
studies. Online orientations help African American male students develop a sense of
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belonging and create a broader community with peers and college staff than traditional
on-campus orientation (Colucci & Grebing, 2020). Connecting with peers and college
staff is a critical element in retaining first-year college students. The flexibility of online
orientations, compared to face-to-face orientations, in meeting the demands and conflicts
of students’ schedules is vital to their social interaction (Berry, 2018).
African American male students’ retention and degree completion remain
challenges for community colleges across the United States (Dynarski, 2015;
Juszkiewicz, 2017). Community colleges’ geographical location makes them accessible
to African American males, other men of color, and marginalized groups. Historically,
most African American males enrolled at community colleges have been first-generation
college students from low-income families and underrepresented minorities (Bratton,
2018; Tolliver & Miller, 2018). Although not all African American male students fall
into these categories, most do. Research has demonstrated that African American males,
in comparison to other ethnic/racial and gender groups, have the lowest graduation rate
and degree completion at community colleges (Bir & Myrick, 2015; Bratton, 2018). To
address the problem, community college leaders have developed learning communities
such as online orientations to increase the men’s sense of belonging. And assist them in
navigating institutional services beyond the classroom to build college staff and peer
relationships with others (Colucci & Grebing, 2020).
Berry (2018) and Colucci and Grebing (2020) examined online orientation
programs to learn their effects on student success and the impact of college staff-student
relationships on student outcomes. Colucci and Grebing conducted a quantitative analysis
study to explore an online orientation program’s influence on first-year college students’
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GPA and first-to-second semester retention. Colucci and Grebing held the study at a midsized community college in the United States Mid-Atlantic Region. The research focused
on differences in students’ GPA and retention as success factors. The sample included
3,281 students, of which more males participated than females. Hispanic students were
the largest group at 39.7%, Whites followed closely with 34.9%, Asians were at 9.4%,
and 7.6% of the participants were Black/African Americans. Participants’ ages ranged
from 18 to 35. Data collected from the college information system examined participants’
enrollment and registration status from the fall 2018 semester to the spring 2019 semester
to determine participants’ retention and cumulative GPAs.
The Mid-Atlantic Community College online orientation program software and
participants’ information provided data on who actively engaged in the online orientation
program (Colucci & Grebing, 2020). Statistical testing was done using the Statistical
Package for the Social Sciences (SPSS). Descriptive statistics, ANOVA, and chi-square
tests determined the significant differences in the participants’ academic success based on
the fall-to-spring retention and first-semester GPAs. The participants were grouped into
three categories: (a) those who completed the online orientation (39.1%), (b) those who
attempted to complete the online orientation (24.1%), and (c) those who did not try the
online orientation (36.8%). The findings demonstrate that participants who completed the
orientation program compared to those who only started retained a higher cumulative
GPA in their first semester, thus persisting to their second year of college. Overall, the
findings suggest that online student orientation increases first-semester African American
males’ GPA to continue their second college year. The results also indicate that men of
color are more likely to attend online than on-campus site orientations because of their
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accessibility and convenience. However, according to the Center for Community
Colleges Student Engagement (2018), 17% of new students cannot attend the on-campus
site orientations because of conflicting priorities.
Orientation programs at higher education institutions are the first formal
experience of an academic program for first-year students. The programs can be held
before the start of the school year or at the beginning of the student’s academic program
(Berry, 2018). The central purpose of orientations is to provide first-year students with
information about specific academic programs, college requirements, and resources to
support their academic needs (Berry, 2018; Britto & Rush, 2013).
Berry (2018) explained that online learning communities help African American
males and students transition into their academic programs and the campus environment.
Using a hybrid method, Berry conducted a qualitative case study exploring how a 3-day
online orientation program impacted first-year doctoral students’ sense of community,
academic success, and social networking. Data was collected from video footage from six
online courses, online message boards, and interviews. The average age of the 21
participants was 37 years. Black students comprised 17% and Hispanic students
comprised 34% of the doctoral program population in the West. The orientation was
developed by college and student support staff to facilitate online interactions, academic
content, and social and psychological support services. The technical support staff
demonstrated how to use the learning management system. Students met informally for
team building and in small groups for lunch and dinner. Asynchronous time enabled the
students to meet, relax, and have conversations. The results show that the students
benefited from the 3-day online orientation. Students expressed that online orientation
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brought them closer to their peers, instructors, and other college agents through students’
narratives, synchronous videos, and audio recordings. The student-college staff
relationship propelled the students to widen their social circle by participating in campus
activities like football games, campus groups, and clubs. One student shared that the
online orientation helped improve her shyness when interacting with others. Most of the
students in the 50-member cohort shared that they were able to exchange email and
contact information with almost all the members, which was due to the online orientation
program. For example, Jim, who lived 3,000 miles from the institution, said he would not
have contacted many in the cohort had it not been for the online orientation. Another
student indicated that online orientation was a way to experience the campus environment
and connect with the cohort members early on. The results also show that online
orientation in which teachers are supportive encouraged them to develop ongoing
relationships with classmates and college staff. The students in the study agreed that
online orientation and teacher engagement played a significant role in their college
experience.
Berry’s (2018) study and Colucci and Grebing’s (2020) online study illustrated
that student-college staff relationships work. When both teachers and students were of the
same mindset to succeed, they felt a sense of community that widened their social group.
It can be assumed that colleges can use online orientations to improve institutional
practice, increase student outcomes, and promote a positive overall college experience.
Academic Supports
Bratton (2018) and Brooms et al. (2015) agreed that higher education institutions’
initiative programs increase African American males’ academic success and sense of
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community. Bir and Myrick (2015) and Wathington et al. (2016) conducted similar
studies that explored the effects of a summer bridge program (an initiative program) on
African American students’ academic achievement. Summer bridge programs are shortterm developmental or remedial non-credit or credit-bearing courses provided by colleges
to help unprepared first-year students improve their math, reading, and writing skills to
increase college success (Bir & Myrick, 2015; Wathington et al., 2016). With a high
school national graduation rate of 47%, it is not surprising that African American males
are the lowest-performing group compared to other racial/ethnic gender groups in
colleges (Bir & Myrick, 2015).
Bir and Myrick conducted a quantitative study at a midsize historically Black
college (HBCU). The study sought to determine whether African American students in a
summer bridge program experienced significant long-term differences in their retention,
GPA, and graduation over 5 years. The sample size of 1,891 consisted of CHEER
(Creating High Expectations for Educational Readiness) and non-CHEER African
American students. CHEER enrolled first-year students with low Scholastic Assessment
Test (SAT) scores and low high school GPAs.
The college partnership with CHEER provided the needed resources to close the
academic gap between the CHEER and the non-CHEER male and female students. For
instance, students had round-the-clock mentors and access to college staff. On weekends,
students participated in Wise Choices, a supplementary program of CHEER. Wise
Choices provided students with learning communities to address concerns and vent.
Mentors, comprised chiefly of alumni, acted as surrogates and lived in the resident halls
to guide and direct students (Clark, 2019). An analysis of variance (ANOVA) was used to
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determine and compare significant differences between CHEER and non-CHEER male
and female students. The findings demonstrated that CHEER students showed
significantly higher persistence, GPA, and retention over the 4 years than non-CHEER
students. Although they were initially less prepared for college rigors, the CHEER
African American males experienced comparable outcomes to those of non-CHEER
African American males who participated in the program. This study showed that African
American males’ in a developmental program with staff support improved the men’s
academic outcomes.
Community colleges often are where most African American males and men of
color start their college journeys. However, many are not academically prepared for the
demands and hard work required to persist beyond their first year, and thus, they drop out
(Wachen et al., 2018; Wathington et al., 2016). Wathington (2016) and Wachen (2018)
proved that summer bridge programs could help prepare first-year males to acquire the
skills and knowledge needed to transition and to have a successful college experience.
Wachen et al. (2018) used propensity score analysis to examine the impact of five
summer bridge programs operating in five North Carolina, 4-year colleges from 2008 to
2014. North Carolina Universities Summer Bridge Program (UNC SB) received
$1,193,000 to improve underprepared students’ academic and social skills to increase
their college readiness. Enrollees of the program had to be first-generation college
students or students who needed additional college preparation. Enrollees were required
to attend a 4- to 5-week residential summer session before entering their first year.
Students earned six credit hours toward their degree. The program focused on building
the students’ English and math skills. Other activities included students networking with
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college staff, advisors, student mentors, and peers. The students gained experience
navigating the university campus, utilizing instructional technology, and accessing
academic support services.
Wachen (2018) collected data from the Office of Institutional Research in North
Carolina. The total number of summer bridge participants in the study was 2,041.
Participants who began their postsecondary education from 2008 to 2014 were in the
study. While the summer bridge program was in operation, first and full-time students in
the fall cohort had to be enrolled at one of the five institutions receiving funding.
The Wachen (2018) study results demonstrated that student retention and
graduation numbers increased from participation in an intense summer bridge program.
Students earning credits while in the summer bridge could help with their reach for
degree completion. Although expensive to operate, the results showed that developmental
and initiative programs helped the men to develop the social, academic, and mental skills
needed to be productive citizens in the college environment. Intervention programs led
the men to participate in learning communities that expanded their academic and social
networks. They learned to build relationships with college staff and peers and to interact
with others positively. The men’s skills acquired in the programs prepared them to
compete with non-participants on equal terms.
The Wachen et al. (2018) results strengthened the Wathington et al. (2016) study.
Wathington (2016) conducted a mixed-methods study to examine summer bridge
programs’ influence on students’ readiness. Eight colleges in Texas were in the study—
six being community colleges and two nonselective 4-year institutions. The institutions
provided first-year students with pre-college interventions in a developmental summer
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bridge program for 2 years. The participants’ population was 1,318, with 60% in the
program groups and 40% in the control groups. Hispanic females were the most extensive
sample group (85%), with less than 9% Whites and 7% African Americans. The
program’s goal was to strengthen students’ skills in core subjects of English, reading, and
math, to progress to full college status without needing further intervention. To help
students meet the goal, they received tutoring services, academic support in writing and
math, mentoring, and peer and professional counseling. These supports helped provide
students with a sense of competence and membership (social integration). Students
participating in workshops and seminars expanded their knowledge of college personnel,
such as financial aid, health services, and campus security, available for support.
The study demonstrated that positive results could occur when African American
male students participate in community colleges’ developmental programs (Wachen et
al., 2018). However, absent from the study were college staff narratives of their
perceptions of working with the men and any alignment on the views of the African
American male students and college personnel on the factors that impacted the males’
college progression. In other words, the study will compare both African American male
students’ and college staff’s understanding of the factors affecting the men’s college
outcomes.
Brooms (2020), Clark (2019), Wachen et al. (2018), and Wathington et al. (2016)
found that when African American male students and college agents merge in social,
institutional, and academic interactions, the men’s retention and degree completion
improved. Another result of the studies was that the increased numbers of African
American male students receiving degrees helped strengthen the U.S. economy. For
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example, with college staff assistance in obtaining his degrees, Clark improved his
economic and professional status by becoming a professor. Overall, the results suggest
that colleges providing African American males with the tools needed to succeed and the
men utilizing college support could increase the men’s economic prosperity and
reestablish community colleges as the academic pathway for African American males
and underrepresented groups.
Bir and Myrick (2015), Bratton (2018), Brooms (2015), Wachen (2018), and
Wathington (2016) acknowledged that extensive college staff interaction with African
American male students in developmental programs increased their retention in higher
education institutions (HEI). Increased retention through fostering students’ personal
persistence is essential to student and institutional accomplishment.
The studies illustrated that developmental programs are scripted and designed to
omit African American male students’ and college staff’s perceptions of the factors they
believe are vital to the men’s retention. This study supports African American male
students’ and college staff voices as they share their perceptions of student and
institutional intent. The study will contribute to the literature by providing a space for
African American males and community college staff to share their viewpoints on the
factors they identify are vital to the males’ retainment and sustainability during the first 2
years of college.
African American males sharing their narratives may help institutions realize how
effective summer developmental programs and college staff engagement are to their
academic success. The research has shown how effective developmental programs are in
promoting the success of African American male students. Still, few have examined
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college staff members’ perceptions of the factors affecting the men’s pursuit of
educational achievement. The researcher provided an articulated analysis of African
American males and community college staff narratives to understand the significance of
their relationship on the social, institutional, and academic factors impacting the men’s
retention and personal persistence through the first 2 years of community college.
Chapter Summary
Thus far, the literature review has shown the many supports available to assist
African American male students’ retention in persisting through community college.
Hence, this study looked at African American males and community college staff
narratives to identify the factors both parties perceived impact the males’ social,
institutional, and academic integration.
Overall, the literature review illustrates that their retention and persistence to
graduate improved when African American males engaged in social and academic
intervention provided by the institutions. Bratton (2018), Carnevale et al. (2016), and
Gibson (2014) explained when institutions of higher education graduate African
American males, the economy is equipped with eligible African American males ready to
compete for degree-paying jobs with other racial/ethnic and gender groups bearing
degrees. The literature review established that African American males with low
scholarly performance when engaged in academic and social programs as the 4A,
CHEER, BMA, and online orientations were more academically successful than African
American males not involved in the intervention programs. The studies further illustrate
that when African American males developed college staff and peer relationships and
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utilized institutional resources, they had a rewarding college experience and persisted
beyond their first and second college years, as was noted in Clark’s (2019) study.
All the studies demonstrated that when community colleges provide an
environment where the men feel a sense of belonging and are welcomed, they likely will
stay at the institutions to persist past the first and second years to attain degree
completion. For example, Brooms (2020) and Clark (2019) showed that when the males
felt welcomed by college staff, peers, and other campus agents, they committed to the
institutions. The collaboration between the college staff and the males improved the
African American males’ retention, and they persisted in reaching their academic goals.
The study adds to the literature shortage on the perception of first-and secondyear African American male students and community college staff regarding the factors
impacting the men’s retention. The Brooms (2019), Bir and Myrick (2015), and Tolliver
and Miller (2018) studies focused more on the perception of African American male
students’ achievement in initiative programs and available resources than on college staff
sharing their experiences about integrating the males socially and academically into the
college environment. The study compares the factors first- and second-year African
American male students and community college staff identify as required for the male’s
college success. Both the groups’ narratives help remedy the dearth of literature on
African American male students and college staff at community colleges’ view of the
men’s college continuation's determents.
Community colleges and African American males working together could
produce positive outcomes. Understanding the relationship between African American
male students and community college agents is essential to this discourse and their
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mutual success. African American males’ and college staff’s narratives could bridge the
gap between the two sides. Historically, their union has not been successful, starting with
Whites denying enslaved African Americans an education. Current racial stereotyping,
the bad-boy image, high incarceration, and low economic status, and in the present, being
killed by White police officers and other racial/ethnic gender groups, have created a nonwelcoming pathway for the males into higher education (Bellis et al., 2018; Bratton,
2018; Brooms, 2020). To eradicate the determents influencing the males’ college success,
both African American males and higher education institutions may have to change their
mindsets to let go of past and existing events to bring about positive change to improve
their outcomes.
African American males sharing their experiences could be the catalyst to break
down the negative perceptions of their performance in institutions precipitated by the
media. Community college staff charged with maintaining programs to support these
students also play a role in the students’ retention. There is a plethora of literature
supporting the findings that many African American males are failing at community
colleges, and community colleges are failing in their promise to graduate and ready many
of these men for work in the U.S. economy. Hence, both the men’s and the institutions’
failures could be attributed to the constant reminder of their low success, thus distracting
each other’s commitment. African American male students and community colleges are
besieged by media reports, legislation, and journal articles decrying their academic
failures and broken promises.
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Both African American male students’ and college staff narratives may differ in
how each entity views their intent regarding the other’s success and the factors impacting
the males’ academic outcomes. Chapter 3 provides a detailed explanation of the study’s
research methodology.
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Chapter 3: Research Design and Methodology
Description of Research Problem
Community colleges play a significant role in the American higher education
system to provide the United States with a citizenry of skilled and qualified workers to
sustain its local and federal economy (Bratton, 2018). However, community colleges find
it difficult to graduate a substantial amount of African American males eligible to be
workers in the U.S. economy, as evident by the men’s weak retention and low persistence
rates at the institutions (Bratton, 2018). When community colleges are unsuccessful in
readying a significant portion of African American males, they are disproportionally
underrepresented compared to other racial/ethnic gender groups in the U.S. workforce
(Bush & Bush, 2010; Sandoval-Lucero et al., 2014).
Horton (2015) and Shapiro et al. (2017) agreed that African American males have
the lowest first-year retention rate compared to other racial/ethnic gender groups.
Although African American males’ enrollment has increased at community colleges,
their progression to second-year status has decreased despite the increased population.
For example, the National Student Clearinghouse (2014) reported that since 2009, the
persistence rate of African American students, age 20 or younger, dropped to 1.8%.
However, despite other racial/ethnic gender groups outnumbering them, a small group of
African American males enjoy higher education to attain degrees at community colleges.
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More consideration may be needed to understand the differences and similarities
between African American males and college staff perceptions of the factors impacting
the male’s retention and personal overall college success (Allen et al., 2016; Shapiro,
2017). African American males and college staff do not have to agree on the factors
influencing the men’s social, institutional, and academic outcomes. Still, African
American males and community college staff’s awareness of each other’s reliance could
be critical to accomplishing academic and professional goals. To achieve this study’s
purpose, the research question addressed: Do African American males and community
college staff identify the social, institutional, and academic factors required for student
retention?
Research Study Objectives, Aims, and Goals
The proposed qualitative phenomenological study provided insight into the
factors that African American male community college students, ages 18 to 24 years old,
perceive to be essential to their educational success. Also crucial to this study was the
college staff’s perception of the men’s retention factors. African American males’ and
community colleges’ staff input on the colleges’ resolve to improve the men’s integration
adds to the limited discourse. The men identifying the factors they perceive that influence
their college success (Creswell & Creswell, 2017) may help bring awareness to college
agents responsible for the men’s education and help provide the needed social capital to
persist to college completion. A possible outcome of this study is the men telling their
lived experiences at community colleges may influence other African American males
enrolled or those contemplating post-secondary education to persist in reaching their
academic goals.
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A social constructivist view framed the researcher’s interpretation and
understanding of the narratives of the men and college staff. Creswell and Creswell
(2017) described constructivism as the researcher’s ability to construct meaning from the
research setting of the participants. The researcher used open-ended questions to engage
the African American male students and college staff to share their narratives freely.
Research Context
Several studies on the retention of African American males at prominent public
community colleges have been conducted (Bratton, 2018; Brooms, 2020; Clark, 2019;
Colucci & Grebing, 2020). However, few studies have focused on African American
males and community college staff collectively sharing their narratives on the identified
factors required for the males’ college success (Creswell & Creswell, 2017). This study
provided both groups with the space to tell their stories.
Two public community colleges in the Northeastern region of the United States
were studied. College A is a public college in an urban neighborhood and services/serves
a diverse population of urban, suburban, and rural students. College B is a public college
in a rural environment and services/serves students in the immediate area and the
surrounding urban and suburban communities.
College A supports the academic success of its Black males by offering three
initiative programs. The first program is the Men of Excellence Program. The Men of
Excellence Program provides coaching and leadership to men of color to build their
academic, social, and professional skills. The men learn the mentioned skills to assist
them in graduation completion and navigating inside and outside the college community.
The second program is Doorway to Success, whose primary focus is on African
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American male students’ retention and graduation completion. The program is specific to
meeting the needs of African American males enrolled at College A. The program aims
to increase the men’s retention and graduation rates through counseling, academic, and
career/technical programs. The last program is the Educational Opportunity Program
(EOP). The EOP provides services to all students who want to succeed in higher
education. However, the program mainly services African American students and other
marginalized students based on economic needs. The program aims to improve student
retention and graduation rates through staff support and assistance.
College B supports the college staff through an initiative program known as the
Open-Door Internship Program. The goal is to enable college staff of underrepresented
groups to explore a career in higher education. For the students, there is an EOP. The
program provides academic and financial support to economically disadvantaged
students. The program aims to support students’ college success through academic
counseling, tutoring services, and educational and career workshops. Only the first 100
students are accepted into the program due to the high demand for applicants. The last
club is the African American Student Union Club, or the Black Student Union
organization. Although specific to African American students, the club is inclusive. It
advocates for student rights at the college, sponsors social and cultural activities, and is
community-oriented. Table 3.1 provides a demographic description of both colleges, their
fall enrollment, and student profile by race/ethnicity and gender for 2020–2021.
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Table 3.1
Institutional Student Profile and Fall Enrollment 2020-2021 for Community Colleges A
and B

U.S. regional location
Degree of urbanization
Enrollment fall 2019–2020
(Total enrollment of full- & parttime students)
Gender %
Female
Male
Enrollment by Race/Ethnicity %
White
Black/African
Hispanic/Latino
Asian
American Indian
Alaska
Native/Other Pacific Island
Two or more races
Unknown
Graduation rate by race/ ethnicity
and gender
Male
White
American Black/African
American Indian/Alaska native
Hispanic/Latino
Asian
Native Hawaii or other Pacific
Islander
Two or more races
Unknown
Female
White
American Black/African
Hispanic/Latino
Asian
Native Hawaiian or other Pacific
Islander
Two or more races

College A – Public
institution
Northeastern
Suburban

College B – Public
institution
Northeastern
Rural

11,572

5,285

54.9
45.1

62.9
37.1

55.3
21.4
11.1
5.2
0.5
0.2
4.3

71.6
6.4
4.6
1.0
0.5
0.0
3.4

1.1

10.0

30.46
6.53
0.00
12.12
23.21
33.33

33.74
9.76
0.00
8.70
0.00
0.00

17.39
0.00

35.71
33.3

33.24
22.22
14.72
35.42
25.00

36.98
3.33
7.69
80.00
0.07

12.16

13.04
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Unknown
College Staff
Full-time
Part-time and adjunct
Full-time admin/prof
Full-time support
Institutional services (clubs,
organizations)
Initiative programs

College A – Public
institution
33.33

College B – Public
institution
28.57

245
519
283
274
60

89
258
000
000
55

3

2

Note. Data were collected for Colleges A and B from institutions’ websites.

Table 3.1 shows that African American students and African American males fail
academically to keep up with other racial/ethnic and gender groups in enrollment and degree
completion. The data indicate that community colleges struggle to recruit African American
men for enrollment.
Table 3.1 also demonstrates a significant graduation gap between African American
males and females at both colleges. Of those who graduated from College A, 6.53% of the
graduating class were African American males. Their graduating numbers were the lowest
compared to 33.24% for White females, 13.28% for Black females, 12.12% for
Hispanic/Latino females, and 23.21% for Asian females. Black males enrolled at College B
continue to be outnumbered by female graduates except for Black females at 8.51%.
College B graduated 9.76% African American males to 36.98% White females and 80%
Asian females. Overall, the females represented 60% of the total population at both campuses
than the males at 40%, thus surpassing African American males in degree attainment.
The data in Table 3.1 suggest that White students and other racial/ethnic gender
groups appear more academically accomplished than African American males at 2-year
institutions. The implication that African American males are lower performers than their
peers does not support the small population of African American males at community
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colleges being retained and graduating. Hence, the study explored what is in place to support
retention from the perspectives of African American male students and the staff at the
community colleges that are managing programs to support these students specifically.
Figures 3.1 and 3.2 show the overall retention of first-time, full-time undergraduate
students at Colleges A and B. The data imply that the average first-year to second-year
retention rates over 8 years are lower than the state and national averages of 73.0% and
69.0%.
Figure 3.1
Community College A: Class of 2015 Returning First-Time, Full-Time Non-Completers’
8-year Graduation Expectancy
Returning/Full-time non-completers
Still enrolled
Transferred to a new institution
Dropped out
Graduated within 8 years

Undergraduates
117
1053
1869
1410

Percentage
2.60
23.70
42.00
31.70

2%

24%

32%

Still enrolled
Transferred to a new institution
Dropped out
Graduated within 8 years

42%

Note. Data were collected from the school’s website.
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Figure 3.1 represents all full-time undergraduate students who began
postsecondary education in the fall of 2015 at College A. The data indicate that 3,039
students in the 2015 class were cited for graduation with an 8-year trajectory. By 2019,
117 students were still working toward degree attainment; 1,053 had transferred to other
institutions, and 1,869 had dropped out. The data suggest that 68% of the class in 2015
did not graduate. With 2.6% of students staying to reach sophomore status, this indicates
that College A’s first-year retention rate was low compared to the nationwide average of
the first- to second-year retention rate of 69%.
Compared to colleges and universities in the Northeastern region (average of
73%), College A’s first- to second-year student retention rate of 2.6% was lower than the
73% average. Figure 3.2 represents all full-time, first-time undergraduate students who
began postsecondary education in fall 2015 at College B. The data indicate that 1,542
students in class in 2015 were cited for graduation on an 8-year trajectory. By 2019, 19
were still enrolled and working toward degree completion; 666 had transferred to other
institutions, and 856 had dropped out. The data suggest that 69.0% of the class in 2015
did not graduate; hence, more students were not retained than graduated on the 8-year
track. With 0.9% of first-year students staying to reach sophomore status, College B’s
retention rate indicates that, compared to similar colleges as college A, College B’s
retention is low.
Compared to other racial/ethnic groups, figures 3.1 and 3.2 support figures 3.3
and 3.3 data showing a significant gap in the decline of African American and Hispanic
students’ retention and graduation completion.
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Figure 3.2
Community College B: Class of 2015 Returning First-Time, Full-Time Non-Completers’
8-year Graduation Expectancy
Returning/Full-time noncompleters

Undergraduates

Percentage

Still enrolled

19

0.90

Transferred to a new institution

666

30.07

Dropped out

856

38.60

Graduated within 8 years

677

30.50

1%
30%

30%

Still Enrolled
Transferred to a new institution
Dropped out
Graduated within 8 years

39%
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Figure 3.3
College A Retention and Graduation for Academic Year 2020–2021

Note. Data are for 2020-2021; 651 out of 2,643 completed their courses within 6 years to
graduate. Data retrieved from the institution’s websites.
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Table 3.2
College B: Retention and Graduation Rates for First-Time, Full-Time Matriculated
Cohorts, Fall 2010-Fall 2020

Note. Data retrieved from the institutions’ websites.

Figure 3.3 demonstrates that College A had 651 returning students who graduated
in the academic year 2020–2021 out of a population of 2,643. Of the 2,643 first-time
students, 516 were returning African American students, and 245 were African American
males. Of the 245 male students, 16 graduated within 6 years, leaving 229 African
American males unaccounted for; the men transferred, dropped out, or were still enrolled.
In short, figure 3.3 shows that African American males, other than Hispanic males, had
the lowest graduation rate. It can be implied that with a graduation rate of 16 and 229
males unaccounted for, African American males have the lowest retention rate of all
ethnic gender groups at Community College A.
Table 3.2 is specific to all first-time, full-time students and shows that from 2010
through 2020, there was a decrease in first-time, full-time student enrollment, fall-to-fall
student retention, and student completion within the first year. For example, in 2010,
there were 1,276 first-time, full-time students enrolled in College B and sited for
graduation. In 2011, enrollment dropped to 1,188, and in 2020, first time-full time,
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student enrollment had dropped to 532. Student retention dropped from 688 in 2010 to
373 in 2020. Graduation also dropped from 179 in 2010 to 134 in 2018. Although these
numbers are not specific to African American males, it can be thought that if the overall
student population decreased in significant areas, even more so, too, for African
American male students as their enrollment at Community College B was low.
Research Design Overview
This qualitative phenomenological study used a hermeneutic approach to analyze
and interpret African American males’ and community college staff’s narratives
regarding African American male students’ retention. A hermeneutic approach analyzes
and interprets data through various sources to clearly understand a phenomenon or
experiences (Blekic et al., 2020; Creswell & Poth, 2018; Moustakas, 1994; Van Manen,
1990). A qualitative phenomenological design best addresses the research question by
investigating and examining whether any significant differences exist between African
American males’ and college staff’s perception of the factors impacting the men’s
academic success. This study is a design of inquiry in which the researcher describes
individuals’ lived experiences as told through the participants’ voices (Creswell &
Creswell, 2017; Creswell & Poth, 2018). Data collection involved African American
males and college staff answering semi-structured questions and one-on-one interviews.
Saldaña (2015) described coding as the “critical link between the data collection and their
explanation of meaning” (p. 4).
Researcher Description
My more than 20 years as an African American special education teacher
prepared me to understand the phenomenon. I worked in a large urban school district,
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interacting with and instructing many young African American males. I experienced,
firsthand, the outcome of these men not being ready for employment or higher education.
High school had not prepared them for the reality of being an unskilled African American
male in the United States. The young men’s high school departure left them unqualified
and unprepared to obtain employment or access to postsecondary training, hence
engaging in negative behaviors that led to their being killed or incarcerated. On seeing
the men’s plight, I wanted to help improve the situation for future African American
males in my service.
Prior understanding of the phenomenon led me to examine scholarly studies on
African American males’ persistence in pursuing higher education. Also, I examined
articles on community colleges to better understand the institutions’ missions and
influence on men’s lives. Several researchers impacted the study, particularly Bush and
Bush (2010). The researchers’ article “Calling Out the Elephant: An Examination of
African American Male Achievement in Community College” (2010) reported the men’s
challenges. Bush and Bush have a large body of work explicitly centered on the social,
educational, and economic outcomes of African American males’ lives that I will use as a
reference to learn more about the phenomenon.
Participants and Other Data Sources
For a phenomenological study, Creswell and Creswell (2017) recommend a
sample size of three to 10 participants. Creswell and Creswell (2017) explained that indepth interviews are typical of a phenomenological study. Moustakas (1994), known as
the father of phenomenological research, believed the research should be grounded in the
wholeness of the experience, and the researcher should look for its essence. Participants
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in this study consisted of (a) African American males enrolled full-time or part-time at
community colleges in New York State, (b) students aged 18 through 24, (c) students
entering or midway through their second year, and (d) students with a GPA of 2.0–4.0.
Two college staff members from Community College A and four from
Community College B participated in this study. The individuals’ total years of
experience working with African American males retention were critical to the research.
Each staff member had more than 1 year of working experience with African American
male students’ retention for this study. Data sources included audio and video recordings
of staff and students, research participants’ interview transcripts, memos, and
participants’ demographic questionnaires (Saldaña, 2015).
Research-Participant Relationship
There was no prior relationship between the researcher and the participants. The
commonalities of the researcher and the men were: (a) researcher is African American;
(b) a former Educational Opportunity Program (EOP) graduate; (c) attended Community
College A; (d) enjoys watching basketball, football, and baseball; (e) and lives in the
Northeastern region of the United States of American.
The researcher’s commonalities with the staff were: (a) researcher is a female, as
were most of the participants in the study; (b) researcher is a former community college
student; (c) researcher is an educator; (d) researcher is knowledgeable about institutional
policy and procedures; (e) researcher is a professional; and (e) a former adjunct professor.
The researcher’s familiarity with the community college environment helped her develop
a rapport with the research participants.
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Recruitment Process
Purposive sampling was used to recruit African American males and college staff
from two community colleges in the U.S. Northeastern Region. Holosko and Thyer
(2011) defined a purposive sample as a nonprobability-based or a nonrandom sample
process. Hence, the participants were selected intentionally by the researcher which the
participants share the same or similar commonalities. In the study, the researcher used
purposive sampling to recruit qualifying African American males and college staff from
two community colleges with assistance from community college staff.
African American male students and community college staff were recruited from
two community colleges in the Northeastern region of the United States. College A was
in an urban (city) setting; College B was in a rural location. Staff at both colleges
working with African American males’ retention were recruited through their colleges’
email—as were the men. A $25 Amazon gift card compensated each participant’s time
and was sent through the postal service to student participants after the interviews;
however, staff declined the gift cards. Participants’ identity and contact information
remained confidential and used only to deliver the Amazon gift cards.
Digital consent was provided by the two African American males at College A,
while the three males at College B gave phone consent. Before conducting interviews
with research participants, the researcher read individual consent forms with participants
explaining the ethical and legal requirements of the study. The participants confirmed
volunteering for the research and being audio and video recorded. Interviews lasted
approximately an hour and a half. In creating a comfortable and trusting environment

53

between the researcher and participants, the researcher facilitated a brief discussion with
each participant before starting the interviews (Moustakas, 1994).
On receiving Institutional Review Board (IRB) approval from St. John Fisher
College and Community Colleges A and B, the researcher utilized staff participants at
Colleges A and B to recruit African American males.
Recruiting the males was more challenging at College A than at College B.
College B staff provided the researcher with a list comprising student names and contact
information. Nine African American males and four community college staff were
identified as potential participants—however, one African American male student, one
Puerto Rican male student, and four staff administrators from College B participated in
this study.
Community College A presented challenges in helping the researcher identify and
recruit African American males for this study. Four central barriers delayed staff in
recruiting the males: (a) staff and faculty wanting further approval from upper
management to release student contact information; (b) staff protective of the men; (c) a
small poll of males to recruit; and (d) time constraints. The researcher emailed an invite
to staff and faculty to recruit African American males; saturation of staff and faculty
emails generated no responses from potential African American male participants. A
flyer created by the researcher assisted in expanding the search. The flyer confirmed
potential participants were receiving a $25 Amazon gift card to consider being in the
study and sharing their experiences at College A. The flyer did not generate any
prospective African American male research participants despite being posted in hightraffic areas where the men frequently gathered (cafeteria, campus student center, Black
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Student Union, EOP department, athletic facilities, and bookstore). Using Facebook to
post the flyer also did not produce any males for the study. After the saturation of
multiple communication platforms, three African American males were recruited by
narrowing staff emails to the coaches and the EOP department.
All three males recruited identified as African American men. Each was on a
basketball scholarship and had no affiliation with the EOP department or the Black Union
of Students. The men perceived participation in clubs and organizations as a distraction
from their academic and athletic responsibilities. Students reported having a GPA of 3.0
or higher. Their primary focus was on graduation completion and pursuing a 4-year
institution. Family support and encouragement, particularly grandparents’ wisdom words,
were the men’s inspiration for college success. Two of the males said their grandfathers
encouraged them, one saying, “My grandfather told me it doesn’t matter what you get
your degree in just as long as you get one! Because it will open doors to you that would
otherwise be closed.” Knowing the impact of education on the young men’s economic
and social future, the grandparents stilled the urgency for a Black man to have a college
degree.
Total years of staff experience working with African American male retention
between the two colleges ranged from 10 to 28 years. One hundred percent of all staff
had affiliations with organizations and clubs supporting African American males’ college
success (Wegmans Student Success Scholarship, Men of Excellence, and the Black
Student Union). Staff established that Colleges A and B are working through COVID-19
to develop new programs and restore events supporting the men’s degree completion and
Black Lives Matter.
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Adams and Lawrence (2018) said that to reduce errors in a study, the researcher
may want to have a population of the same or similar nature (e.g., age range, lived
experiences, and ethnic or gender group). In this study, five African American male
students self-identified as Black/African American between 18 and 24 years old. One
African American male participant was a commuter, and the remaining four lived in
campus housing. All were full-time and enrolled at one of the two community colleges in
the research school year, 2020–2021. For this study, the students’ GPAs ranged from 2.0
to 4.0. The men self-reported GPAs of 3.0 to 4.0. Broadening the GPA range provided
the researcher with a more comprehensive population to recruit. Community Colleges A
and B identified student participants as returning second-year students.
Data Collection
Because the study was conducted during the COVID-19 pandemic, audio and
video recording by Zoom was the primary instrument used to capture the participants’
narratives and expressions during the semi-structured interviews. Audio and video
recordings served as a permanent record for the researcher to retrospectively evaluate and
analyze the data. Each interviewee’s video recording was transcribed and readied for
analysis, allowing member checking and feedback. Table 3.3 shows the data collection
procedure, and Table 3.4 charts the study’s timeline for the analysis.
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Table 3.3
Student and Staff Procedure
African American Males
Primary contact Email
Alternate
contact
Telephone/Text Message
Demographic
Sent digitally to student participants
forms
2 weeks before initial interviews
were conducted but after SJFC and
Community Colleges A and B IRB
approval (Appendix A).
Protocol
Interview Sheet
(PIS)

Consent forms

Used at the beginning of each
student participant’s initial
interview to generate discussion,
the PIS was digitally sent 5 minutes
before the interview to students on
the scheduled interview day
(Appendix C). PIS dissemination
and student interviews started after
SJFC and Community Colleges A
and B IRB approval.
Student consent forms (Appendix
E) were sent to student participants
digitally 2 weeks before initial
interviews were conducted on
Zoom but not before SJFC and
Community Colleges A and B IRB
approval.

College Staff
Email
Telephone/Text Message
Sent digitally to college staff
participants 2 weeks before initial
interviews were conducted but after
IRB approval from SJFC and
Community Colleges A and B
(Appendix B).
Used at the beginning of each staff
participant’s initial interview to
generate discussion, the researcher
digitally sent the PIS 5 minutes before
the interview to staff on the scheduled
day (Appendix D). PIS dissemination
and staff interviews proceeded upon
SJFC and Community Colleges A and
B IRB approval.
Staff consent forms (Appendix F)
were sent to staff participants digitally
2 weeks before initial interviews were
conducted on Zoom but after SJFC
and Community Colleges A and B
IRB approval.

Formal letter of
approval

A formal letter of approval was sent
to staff.

The researcher sent a formal letter of
approval for authorization to
Community Colleges A and B staff
members to conduct the study
remotely at the institutions. Request
for staff approval sent after SJFC IRB
approval.

Pilot interview

A protocol pilot was conducted
with the researcher and one African
American male enrolled at St. John
Fisher College.

A protocol pilot was conducted with
one community college staff member
at Community College A.
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Table 3.4
Study Timeline 2021

Activity

June-Sept
2021
Recruit
participants

Sept- Nov
2021
Collect and
analyze the
data and start
writing

Nov 2021

Nov-Dec 2021

Jan 2022

Submit draft
of Chapters 4
&5

Final draft

Defend
dissertation

Demographic Form
A demographic form is essential to the data collection process because it provides
the researcher with additional background information on the participants allowing for
richer context. The researcher used two different demographic forms for the research
participants: students (Appendix A) and staff participants (Appendix B). Demographic
questions were specific to the parity’s situation. Provided below are the study
participants' demographics as reported on their demographic forms.
Demographics
Eleven respondents participated in the study— five African American males and
six staff members. Student participants included: two African American males from
Community College A and three from Community College B. Each student participant
identified as Black, including a Puerto Rican male who self-identified as a Black male.
Students were entering their second year.
Two staff members from College A and four staff from College B were recruited
for this study. Table 3.5 provides information on the participants using data gathered
from student and staff demographic forms.
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Table 3.5
Student and Staff Demographics
Student
Participant
AAM1 – M
AAM2 – M
AAM3 - M
AAM1 - G
AAM2 - G
Staff
Participant

Organization
Affiliation
Basketball Team
Basketball Team
Basketball Team
EOP
Baseball Team

Returning
Student
Yes
Yes
Yes
Yes
Yes

Organization Employment
Affiliation
Status

CCS1 – M

WSSS

Full Time

CCS2 – M

MOE

Full Time

CCS1 – G

WOKE

Full Time

CCS2 – G

EOP

Full Time

CCS3 – G

EOP

Full Time

CCS4 – G

BLM/BSU

Full Time

Job Title

Enrollment Status
Full Time
Full Time
Full Time
Full Time
Full Time
Years of
Years of
Experience
Experience
in Current
with AAM
Position

Associate
Vice
President
Director of
Student
Affairs
Dean of
Students
Associate
Dean of
Students
EOP
Counselor
Assistant
Dean

4

20

28

28

5

19

5

23

3

10

4

20

Note. Table created from participants’ demographic forms (Appendices A and B).

Abbreviation Key:
AAM
African American Males
EOP
Education Opportunity Program
MOE
Men of Excellence
WISS
Wegmans Success Scholarship
WOKE
Wake Up to Social Injustice (Black Lives Matter)
BLM
Black Lives Matter
BSU
Black Student Union
Semi-Structured Interviews
The researcher used two semi-structured interview protocol sheets composed of
open-ended questions for the study: the students (Appendix C) and the college staff
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participants (Appendix D). The questions asked the participants what they identify as the
social, institutional, and academic factors required for student retention at community
colleges.
One-on-one student and staff Zoom interviews enabled the African American
males’ and college staffs’ voices to be heard, allowing them to express authentic details
of their experience of the phenomenon. Students and college staff participated in the
study in the summer of 2021. Interviews were conducted between 45 and 90 minutes, of
which the researcher used 10 minutes to greet and reorient the participants to the study’s
purpose. The researcher provided students and staff with a protocol interview sheet with
different open-ended, semi-structured questions. The questions generated dialogue from
the participants to discover if African American males and community college staff
collectively identified the factors required for the men’s retention at community colleges.
Zoom’s online transcription service managed recording and data transformation.
Protocol Instrument
Saldaña (2015) explains that the protocol instrument constructs provisional or
predetermined questions that coincide with the research question. The researcher
developed six semi-structured, open-ended protocol interview questions for African
American male students and community college staff. Utilizing the protocol instrument
allowed more flexibility to elicit and categorize participants’ questions: Questions 1 and 2
provided each participant an opportunity to share personal experiences and connections
to the college; Question 3 elicits participants to respond to the factors impacting African
American males staying at the colleges; Question 4 invited participants to address the
barriers African American males and staff perceived challenged the men’s academic and
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social integration to persist beyond their second year; Question 5 asked each participant
to design a program using factors each individual perceived improved African American
males social and academic integration; and Question 6 asked each participant to reflect
on the questions and responses to offer final thoughts and concerns.
Pilot
Feedback from AAM-P (African American male pilot) and CCS-P (Community
College Staff pilot) resulted in a change to Question 5. The initial question asked both
students and faculty to design a program for African American males to identify factors
to improve the men’s academic and social outcomes. AAM-P and CCS-P agreed on
social support as a primary factor in African American males’ retention and thus posed
first.
Although each study participant was to receive a $25 gift card as compensation
for their time and participation, staff members refused the gift cards. However, gift cards
were mailed to student participants by the U.S. Postal Service
Memoing
The researcher used memoing to document the verbal and non-verbal cues of the
participants during the interviews. Memoing helped the researcher bring richness to the
participants’ stories.
Overview of Data Analysis and Findings
This study aimed to understand the social, institutional, and academic factors
African American males 18 to 24 years old and college staff at community colleges
perceived supported African American males’ retention. Analysis of semi-structured,
open-ended interview questions provided a deeper understanding of the research
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participants’ community college experience. Functionalism theory was used to
understand the benefits and challenges African American males and community college
staff experience in collaborating with various on-campus departments— to provide
African American male students with the needed resources to support their retention. To
give a global viewpoint on African American male students and community college staff
perceptions on the factors required for African American male retention at community
colleges, the researcher provides a detailed description of the analysis, findings, and the
coding process.
Data Analysis
Creswell and Creswell’s (2018) analytic techniques on the data analysis procedure
were the framework for making sense and giving meaning to the interview transcripts.
The first step in the analysis process was transcribing the audio and video recordings.
Zoom’s online transcription service transcribed digital recordings. However, after the
data transcription, the researcher checked and corrected speech distortion in the interview
transcripts before sending them to participants for member checking and feedback. Next,
an initial reading of the interview transcripts gave the researchers a general sense of the
data. Memo notes and jotting code comments in the transcript margins helped store ideas
and thoughts for later use. Following the initial read, the second round of in-depth
reading, listening, and viewing audio and video records captured the participants’ use of
specific words, expressions, and statements. Plus, identifying emerging themes and
concepts generated from participants’ thoughts, ideas, and viewpoints. Studying the data
in the manner above led the researchers to begin constructing meaning to the social,
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institutional, and academic factors perceived to improve or challenge the retention of
African American male students at community colleges.
Figure 3.4 illustrates an inventory of emerging themes and subthemes from
memos and participant interview transcripts. Information from the memo notes and code
comments were essential to reporting the study’s findings.
Figure 3.4
Emergent Themes and Subthemes
Factors

SOCIAL

Supports

Barriers

Socializing on Zoom

COVID-19

EOP

Less on campus events

Sense of Belonging

Budget Cuts

COVID-19

INSTITUTIONAL

Clubs/Organizations

Budget Cuts/Funding

EOP

Low Enrollment—of
students particularly,
Black Males

Black Lives Matters
Hiring of Black Males

ACADEMIC

COVID-19

Tutors/Mentors

Less Resources

Staff Diversity—staff
representation of other
non-White racial/ethnic
gender groups

Tutors/Mentors
Hiring Freeze

Hiring Diverse Staff

Figure 3.4 demonstrates the overlapping relationship of the themes and subthemes
connected to the factors. The final step of the analysis was extracting participants’
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interpretations and understanding of their personal experiences from the interview
transcripts.
Content analysis guided the data collection as multiple forms of data were
collected and analyzed. The content analysis allowed the researcher to organize and give
meaning to the data (Flick, 2018). The primary source of analyzing the data was coding.
Creswell (2015) outlined five steps for analyzing and coding qualitative text: (a) initial
read-through of text data, (b) divide the text into segments of information, (c) label
segments of data with codes, (d) reduce overlapping and redundancy of codes, and (e)
collapse the codes into themes. Using Creswell’s (2015) coding process, the researcher's
coding method is below.
Coding Process
The coding process began with completing the analysis of student and staff
interview transcripts. A doctoral candidate familiar with the coding process was engaged
to assist the researcher in coding and checking the reliability (interrater reliability) and
validity of the initial codes assigned to the interview transcripts. Focusing on the
retention of African American males at community colleges, the researchers manually
assigned codes to participants’ interview transcripts.
Initial or open-ended coding, known as in vivo coding, was used as the first cycle
coding process in analyzing research participants’ narratives. Charmaz (2014) and
Creswell and Creswell (2018) encourage initial coding for developing an inventory of
themes/categories and report participants’ sense of the phenomena. Eclectic coding was
employed as the second cycle coding process for students and staff narratives. Saldaña
(2016) explains eclectic coding as between the first and second cycle approaches or
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combining two or more first cycle approaches. The hybrid approach helped the researcher
analyze the codes from the initial coding process to transition to the second recoding
cycle to refine the context. Axial coding was employed as the third cycle of coding.
Charmaz (2014) emphasized that although daunting, developing codes explicit in
interpreting and connecting participants’ actions with social processes crystallizes their
experiences.
In Vivo
Through in vivo coding, participants’ phrases, expressions, and statements
provided the researcher with an enriched context to develop reliable codes leading to
purposeful interpretation.
Process Coding
Process coding enabled the researchers to denote action to the data (Saldaña,
2016). The researchers using gerunds (“ing “suffixes) showed activity in the data. For
instance, action words used in the first cycle coding in this study were welcoming the
men, belonging on campus, respecting who I am, communicating needs, identifying
manhood, and socializing with other Black males.
Eclectic Coding
Coined by Glaser and Strauss (1967), Saldaña (2016) describes eclectic coding as
an exploratory technique applied when many data sources exist in the study (e.g.,
audio/video recording, interview transcripts, memo, notes). Eclectic coding builds on the
first cycle draft to the second cycle draft by expanding the initial codes into short phrases
that provide a clearer perception of the data and the participants’ experience. Eclectic
coding benefited the study by helping the researchers refine the inventory of codes
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collected in the first cycle of coding to formulate a storyboard of the participants’ lived
experiences. Figure 3.5 demonstrates eclectic coding from a section of the researcher’s
Excel spreadsheet.
As demonstrated in Figure 3.5, eclectic coding was used to refine and recode the
fundamental codes constructed during the first coding cycle. For example, Number 2 in
the student section under support was originally coded supporting but refined and
recoded to students wanting help from mentors. For staff, as shown in Number 1 in the
barriers section, the initial code read lacking time but was refined and recoded to staff not
having enough time to interact and connect with the men. The researchers utilized the
method mentioned for students and staff until reaching saturation.
Figure 3.5
Eclectic Coding: Refining of First Cycle Coding
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Axial Coding
Charmaz (2014) describes axial coding as linking related themes into subthemes,
and the relationship is conceptual rather than descriptive. Creswell (1998) views axial
coding as reassembling the initial coding into new categories. For this study, axial coding
sorted, synthesized, organized, and finalized the initial codes into new codes that
emerged from the interview transcripts.
Methodological Integrity
The honesty and ethical activity displayed by the researcher in collecting and
analyzing the data as not to compromise the study’s integrity, trustworthiness, and
validity are stated below.
Trustworthiness and Validity Strategies
The researcher used multiple data strategies (triangulation) to maintain the
trustworthiness of the analysis. Creswell and Creswell (2017) explain that trustworthiness
is a term used to address the validity of the findings. It is how the researcher identifies
and discusses multiple strategies used to check the accuracy of the findings and convince
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readers. The use of audio and video recording, member checking, memos, and a second
researcher (interrater reliability) (Saldaña, 2016) were essential to the study’s
trustworthiness and validity.
Audio and video recording supported the researcher in collecting information on
the research participants without the distraction of notetaking. It freed the researcher to
dialogue with participants and listen to central details relevant to the phenomena to
develop rich textual descriptions (Creswell & Creswell, 2018).
Member checking validated the research participants’ reflection and accuracy of
their experience based on the interview transcript. Participants received corrected
transcripts digitally to return to the researcher with additional comments and feedback.
However, no students or staff returned their interview transcripts.
Memo writing helped to substantiate the relationship between the researcher’s
thinking and understanding of the development of the investigation. Saldaña (2016) said,
“Memo writing is a place to ‘dump your brain’ about the participants, phenomenon, or
process under investigation by thinking and thus writing and thus think even more about
them: Memos are sites of conversation with ourselves about our data” (p. 44). The
researcher used memo writing to reflect and understand participants’ perspectives to
provide insightful data.
The final validity strategy included a second researcher (e.g., interrater reliability)
to help the primary researcher code and confirm the validity and appropriateness of codes
used in the interview transcripts (interrater reliability). A doctoral student collaborated
with the researcher in examining the validity and analysis of the codes. The researcher
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assured the data’s accuracy, transferability, creditability, and truth by implementing the
strategies mentioned above. (Creswell & Creswell, 2018).
Transferability
Transferability is when the researcher provides evidence that the research findings
can be transferable to other contexts, situations, times, and populations. The researcher’s
responsibility is to verify that the study’s results could apply to another context (Creswell
& Creswell, 2017). The researcher shared the findings with two doctoral candidates in
higher education to meet this criterion. Both candidates attended an accredited university
in the Northeastern region of the United States. The first postgraduate candidate
expounded that the study results could apply to elementary and middle school math
teachers. The student perceived practitioners needed to go beyond the traditional teaching
methods of math instruction. Thus, teaching children informal math (an innovative and
nontraditional approach) helps prepare young students to develop into critical and
creative thinkers.
The second postgraduate candidate thought the study results could apply to
primary and high school administrators, staff, and faculty to show resilience during the
COVID-19 pandemic to provide students with needed resources and support.
Confidentiality
Confidentiality required the researcher to take necessary precautions to keep the
participants’ identities safe from being revealed. The researcher selected the pseudonyms
(aliases) used in this study to protect each participant’s identity and confidentiality—the
first four indicators of the aliases separated staff from the men and interviewing position.
The last indicator of the aliases identifies Colleges A (M) and B (G). The fictitious
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naming of staff was CCS1-M, CCS2-M, CCS1-G, CCS2-G, CCS3-G, and CCS4-G; and
for the men AAM1-M, AAM2-M, AAM3-M, AAM1-G, and AAM2-G.
Students’ demographic information, consent forms (Appendix E and Appendix
F), and interview questions, along with the researcher’s transcriptions, are password
protected in a digital file on the researcher’s computer to secure research participants’
private information.
Reflective Summary
The study examined the research question: Do African American males and
community college staff identify the social, institutional, and academic factors required
for student retention? The perception of five African American males 18 to 24 years old
enrolled at community colleges and six college staff members participated in this study to
understand the factors the men perceived propelled them through their first year to
sophomore status. Besides getting the men’s perceptions, having the college staff’s
outlook on institutional intent to compare with the men’s views enhanced the study. The
researcher used protocol interview questions to engage the men and college staff in
conversation about their lived experiences at community colleges to communicate their
perspectives on the factors required for student retention.
Chapter 4 provides the results of the findings regarding the research question.
The chapter also gives a deeper understanding of the data analysis and findings.
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Chapter 4: Results
Introduction
As stated in Chapter 1, the purpose of this study was to understand the social,
institutional, and academic factors first- and second-year African American males and
community college staff perceive to affect the men’s retention to persist beyond their
second year. This qualitative study used a semi-structured interview method to answer
the research question. Analysis of data collected from individual participants’ interview
transcripts resulted in three significant themes to determine whether students and staff
agreed on the factors impacting African American males’ retention. The first was social
factors, the second was institutional factors, and the third was academic factors.
Research Question
Do African American males and community college staff identify the social,
institutional, and academic factors required for African American male student retention
in community colleges? This question focused on the three aforementioned areas
discussed in the literature and examined retention as a phenomenon regarding African
American male students. First was social support; when African American males,
supported by staff, faculty, and peers, participate in on-campus events, clubs, and
organizations, they express a sense of belonging that helped them likely persist at the
institutions. Research has shown that a sense of belonging is critical to student retention
(Horton, 2015). Next was institutional support: the institutions providing resources and
programs specific to African American males’ social and academic integration were
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perceived as vital to the men’s college outcomes (Blekic et al., 2020). Last is academic
support; when provided with mentors and tutors, African American males are more likely
to complete their degrees (Clark, 2019; Gibson, 2014).
Data Analysis and Findings
Three a priori themes (Table 4.1) came from the research literature: (a) social
support—providing African American males a way to gather socially amidst a pandemic;
(b) institutional support— supporting systems that encourage African American males’
retention; and (c) academic support — providing the needed resources to help African
American males achieve academic goals.
Multiple subthemes emerged from responses provided by study participants’
interview transcripts to answer the research question. Table 4.1 identifies subthemes
resulting from participants’ interview transcripts and reveals if students and staff at
Colleges A and B varied on the factors required for retention of African American male
students. Eleven subthemes emerged from the inquiry associated with the three a priori
themes to help answer the research question. Subthemes were aligned with the theme best
connected and explicit to understanding the research question to generate constructive
and applicable dialogue from research participants. First, under social support, four
subthemes emerged: (a) online socialization (Zoom), (b) Educational Opportunity
Program (EOP) as a social program, (c) social activities because of COVID-19 (d) sense
of belonging. The second was institutional support, and five subthemes surfaced: (e)
clubs/organization, (f) EOP as a retention program, (g) Black Lives Matter, and (h) hiring
Black male staff, and (i) program adaptions to support students during COVID-19. Last
was academic support, with two subthemes: (j) tutors/mentors and (k) staff diversity.
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In the data analysis process, themes and subthemes can overlap, as demonstrated,
with the subtheme EOP (Table 4.1). EOP emerged twice: first under social support and
second under institutional support. EOP as a subtheme associated with social support
refers to the social activities and support provided by the EOP to African American
students, particularly males, to participate in social events to develop staff and peer
relationships. EOP as a subtheme aligned with institutional support signifies the colleges’
program implementation while supporting the strategies and methods used to retain
African American students, particularly males.
Table 4.1 shows that this study specifically investigated three domains associated
with the research question and identified the factors students and staff at Community
Colleges A and B agreed were critical to the men’s college success. The themes and
subthemes revealed from research participants’ interview transcripts are discussed in the
next section.
Social Factors
Staff finding ways to keep students connected with friends, staff, and faculty on
campus during the COVID-19 pandemic has been challenging. Staff from both colleges
implemented online social activities on Zoom for students and staff to stay engaged and
connected. Besides Zoom, three additional subthemes mentioned previously (see Table
4.1), EOP, COVID-19, and a sense of belonging assist in giving more insight into the
social factors study participants communicated vital to African American males’
retention.
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Table 4.1
Factors African American males and Community College Staff Perceive Required for
African American Male Students Retention
Factors

Agree

Disagree

Neutral

Student Staff Student Staff Student Staff
Social Support
(a)

Online Socializing (Zoom)

3

4

2

2

0

0

(b)

EOP (Social Program)

1

5

0

1

4

0

(c)

COVID-19 (Socializing
Opportunities)

5

6

0

0

0

0

(d)

Sense of Belonging

5

6

0

0

0

0

Institutional Support
(e)

Clubs/Organizations

4

5

1

1

0

0

(f)

EOP (Retention Program)

1

5

0

1

4

0

(g)

Black Lives Matter (Social
Political Issues)

4

6

1

0

0

0

(h)

Hiring of Black Males

5

6

0

0

0

0

(i)

COVID-19 (Program
Adaptions)

5

6

0

0

0

0

Academic Factors
(j)

Tutors/Mentors

5

6

0

0

0

0

(k)

Staff Diversity

1

6

1

0

3

0

Note. The data represent research participants’ responses to the interview questions to determine
if there is an agreement between the factors student and staff perceive impact African American
male students’ retention.

74

Online Socializing (Zoom)
The participating community colleges utilized Zoom as a virtual learning tool in
hybrid spaces and as the primary source to keep students connected amid a pandemic.
Community Colleges A and B found innovative ways online to keep students socially
engaged and connected. For example, during Black History Month, College A held a
poster contest on Zoom. Students submitted posters on Zoom honoring Black History
Month. Student participants AAM1-M, AAM2-M, and AAM3-M agreed that online
socializing was a good way to break the monotony of not seeing friends. AAM1-M said,
“I had a lot of fun making the poster. It was nice seeing new faces and meeting people,
even if virtual.” AAM2-stated that being a basketball player afforded little opportunity to
socialize with other students. The participant reported that a virtual platform allowed him
to socialize with students of diverse backgrounds, which was a goal. AAM3-M noted that
online events allowed him to meet students outside the basketball team and said, “I am an
adaptable guy. I don’t mind virtual activities on Zoom. It’s okay! I met a real cool student
here from China on an athletic scholarship on Zoom.” The inclusive activity allowed the
men to connect to have a memorable and safe experience.
Students at Community College B engaged in an online game night. Students and
staff could visit breakout rooms to participate in games like bingo and jeopardy. AAM1G noted, “I am tired of Zoom, but this was a nice break to do something fun online other
than classes. I prefer seeing my friends in person, but I get it!” AAM2-G decided against
Zoom as a social source and stated that he preferred physical contact, although online
events exposed him to other groups. Despite broadening their social circle, AAM1-G and
AAM2-G established that Zoom was not the preferred platform to connect and engage
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with others, despite COVID-19. The staff at both colleges agreed to be exhausted by
Zoom but thought it essential to connect and socialize. For example, CCS1-G said:
The students and staff are so over Zoom, but the staff is stepping up our game to
keep the students front and center, and online game nights are vital in helping us
meet and stay connected. We are a rural college, so we must be innovative in
planning events to keep them motivated and entertained. It is so easy for students
to get bored here; we are in the middle of nowhere. Online events help keep the
students occupied. I don’t see anything wrong with that.
CCS2-M, the director of student services, a department centered on student retention,
agreed that online events are necessary for staying connected and communicating with
the students, particularly African American men. She expounded, “In addition to Zoom,
we are trying other media sources like Facebook, Instagram, Twitter, and texting to keep
students, but mainly African American males, socially engaged.”
CCS1-M and CCS4-G disagreed with CCS1-G in designating Zoom or other
media sources as primary sources for socializing with students. CCS1-M said:
I know Zoom is vital to the college to communicate and engage with the students,
but I am so ready for COVID-19 to be over. We can still work within the safety
guidelines to provide students a more expansive space beyond Zoom and social
media to be with friends. We’ve got to challenge ourselves to offer more.
CCS4-G consented that students need more in-person socialization than online. Her
department indicated concern about more students experiencing mental and emotional
anxieties than before the pandemic because of social isolation, social distancing, and the
stress of stay-at-home protocols. For instance, CCS4-G believed her in-person presence
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on campus was more effective than Zoom in getting African American males to seek help
from her department. CCS4-G said:
My team and I put on our masks and gloves and go to where the students are, no
matter where that is on campus. I walk the campus, use my hand sanitizer, shake
students’ hands, introduce myself, and tell them about my department’s services. I
get to meet several of the African American male students needing assistance
navigating the many campus services. When not shaking hands, I pass out coffee
and donuts to students and staff in the student center. I believe my presence
makes the students feel safe. I don’t want the students to get lost in cyberspace
and forget the human side.
Agree /Disagree. Of the 11 research participants, three students and four staff
members agreed that online socializing helps broaden student association with the
campus community and thus a vital factor contributing to the retention of the men. Two
student participants and two staff members strongly disagreed with using virtual tools as
an ongoing platform to retain and connect students.
Educational Opportunity Program (EOP)
Supported by Colleges A and B to help students from economic and academically
disadvantaged backgrounds remain at the colleges, the EOP provides ongoing social and
academic support. The program’s primary focus is on student retention and degree
completion. Students receive support through campus services, tutoring, mentoring,
counseling, financial assistance, and social events.
In his second year as an EPO member, AAM1-G credits the EOP staff for his remaining
at the college and his social integration. AAM1-G said:
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I don’t think I would still be here if it were not for the EOP program. First, there
isn’t much to do here; second, only a few Black brothers, and last, I don’t
socialize much with folks. But the EOP staff embraced and encouraged me to
attend the social events to meet students and staff. I started attending the EOP
events, got to know the other brothers, made friends, and the rest is history. I feel
I belong because I am supported and cared for. I am thankful to the EOP.
Staff at colleges A and B shared the same sentiment as AAM1-G. Commenting on
the program’s ability to connect with and retain students, CCS1-M honored the
outstanding work and commitment that the EOP staff extends to helping students:
Since EOP merged with student services due to budget cuts brought on by
COVID-19, I get to witness the resilience and tireless efforts of the EOP staff in
helping students navigate the college processes to attain degree completion.
Financially, it is expensive to operate due to the ongoing support provided to the
students, but if not for EOP, those students may not have a chance at a college
education.
Participant CCS3-G is an EOP staff member and stated:
I like working with the students, particularly the African American male students.
The young men come to my office just to talk and chill. I engage them in
conversation. Not all but some of the men need assistance with demonstrating
effective and productive social conduct. The program provides skill-building
training to help build constructive social relationships. We have mentors and
counselors to help the men strengthen social engagement. We do the best we can,
but our program goal is retention and degree attainment.
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Participant CCS4-G stated:
I can’t entirely agree with the program as a factor in African American male
retention. I don’t know much about the EOP program because my department is
housed entirely in a different location than the EOP department. We are away
from the campus, and EOP is on campus. This is a big campus. We service some
African American male EOP students, which is all I know about EOP. I am new
to this position and am still getting to know the staff.
Agree/Disagree. As demonstrated in Table 4.1, of the 11 participants, one student
and five staff members agreed that the EOP hands-on approach to utilizing campus
resources helps African American students, particularly the men, have better college
outcomes. Four students were on athletic scholarships with no affiliation with the EOP
and remained neutral. CCSG-4 disagreed that the EOP was a factor in African American
male retention. She indicated not knowing enough about the program for opposing it.
COVID-19 (Socializing Opportunities)
The COVID-19 pandemic started in December 2019 and has persisted till 2022.
Like influenza, the global consensus was that scientists would develop a vaccine that
would eradicate the COVID-19 virus and we could go on with our lives as before
(Karakose, 2021). However, the pandemic was stubborn and persisted longer than
expected. The long stay of the virus prompted the participating community college
leaders to develop an emergency plan of action to retain citizens and maintain systemic
systems.
To help students, particularly African American males through the pandemic,
Community Colleges A and B implemented opportunities for students to engage in online
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socialization activities. Students and staff during the early stages of COVID-19 did not
adapt to the new method of socializing. Students at Community Colleges A and B held
COVID-19 responsible for their not being able to meet with friends in face-to-face
gatherings. AAM2-G stated:
Other than the baseball team, I don’t get to see many of my friends due to
COVID- 19. The campus is like a ghost town; there’s not a lot of people around. I
don’t see as many students as before COVID-19. We used to hang out in each
other’s rooms and go places, but we had to stop because of the pandemic. I miss
that!
The three basketball study participants, AAM1-M, AAM2-M, and AAM3-M from
Community College A identified COVID-19 as the primary factor impacting groups
socializing on campus. AAM1-M said, “Being a basketball player involves us hanging
out and mixing it up with fans and everybody. We get celebrity and VIP status from the
students.” He smiled at the researcher and added, “I never thought I’d miss the students
and all the fanfare, but I do. I am so done with COVID-19! I hate this, man!”
Like students, community college staff experienced varying challenges from
constantly working and managing daily operations online. For example, two of the staff
participants briefly shared having emotional stress and physical discomfort resulting from
ongoing online engagement. However, despite their personal discomforts, the consensus
of staff was that online socialization provided students with more autonomy to selfregulate their social interactions and academics so to manage their college outcomes.
CCS1-M said, “We give them the tools to make it but it is up to them to receive it.”
CCS2-G said, “We can lead them to water but we can’t make them drink.” Community
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Colleges A and B kept their students, faculty, staff, and other campus agents connected
and engaged by providing remote opportunities for them to have fun in an organized and
contained environment.
Agree/Disagree. Due to COVID-19, all eleven of the participants identified
online opportunities as paramount to students socializing, particularly African American
males. COVID-19 moved community colleges A and B to change the method in which
students, faculty, and staff connected when communicating face-to-face. Research
participants perceived the colleges as providing a method for the groups to socialize
impacted their remaining at the institutions.
Sense of Belonging
Belonging in this study encompasses social acceptance of students of color,
particularly African American males, to develop identity and self-image through campus
representation and support. The researcher interpreted a sense of belonging as social
acceptance, emphasizing on-campus diversity or representation to provide students of
color, particularly African American males, a sense of belonging.
Student participants in this study emphasized not feeling a sense of belonging
compared to White students. AAM1-G said, “Look around; all I see are White students.
Most of the clubs are for White students. The faculty and staff are all White. Where are
the Blacks?” When asked to elaborate further, AAM1-G expounded, “I can’t identify or
be who I am around White people. I don’t hate them; I just need to see more folks that
look like me.” AAM2-G communicated, “There are hardly any Blacks here. I see very
few people of color on campus. I would like to see more people of color and diversity on
the campus.”
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With voice low and head bowed, AAM1-G added, “I don’t feel my Blackness
matters here.” Asked to explain, AAM1-G revealed that he believed his Blackness did
not matter to a predominant White student body. He articulated that the college system
was for White students and not African American males, starting with admissions.
AAMG-1 said that no historically Black colleges or universities (HBCU) were present
when recruiting at the college.
Community Colleges A and B are improving African American males’ sense
of belonging at the institutions. CCS1-G explained that the college is working with the
EPO office to help campus agents better interact with the men. She said, “My department
is discussing with the EPO office and other department heads restarting programs, clubs,
and organizations, and events centered on African American males. We need to step up
our game in making these men a part of the campus family.” CCS2-M shared the view as
CCS1-G that nurturing the men’s sense of belonging is vital for retention. Asked to
explain, CCS2-M conveyed that African American males are underrepresented at the
college and that Whites are the dominant race. Hence, like College B, College A utilized
its EOP department and campus agents to help find solutions to the problem.
Agree/Disagree. Students and staff agree that having a sense of belonging is
critical to African American males staying or leaving. AAM1-G mentioned earlier that if
not for the EOP staff providing him a sense of belonging through support and
representation, he would have left the college his first year.
Institutional Factors
Research participants identified clubs/organizations, EOP, Black Lives Matter,
hiring of Black male staff, and program adaptations to support students during COVID-
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19 as elements related to the research question. Community colleges A and B sustain
clubs/organizations and programs despite budget cuts amidst a pandemic to support
students’ academic and social needs. Community College A has 60 academic, cultural,
recreational, and special interest clubs, including leadership and honors programs, plus 13
athletic teams. In comparison, Community College B has 55 student clubs and 13 athletic
teams. Students and staff can participate in any of the on and off-campus activities.
Clubs/Organizations
Institutional support of athletic programs and clubs/organizations helps students,
particularly African American males, build character, develop friendships, learn more
about themselves, engage with diverse groups, and build leadership skills. Student
participants revealed the impact of participating in athletic programs on their attrition at
Colleges A and B.
Three student participants were basketball athletes and articulated the impact of
sports on their retention and their persistence to remain at the college. AAM1-M said, “I
like being on the basketball team. We are a family, and the coaches are awesome in
helping me better my game and studies—the coaches tutor, mentor, and are just real cool.
I have made some life-long friends. I really like these guys.” Asked if sports played a
part in his remaining at the college, he gave a resounding “Yes!”
AAM2-M and AAM3-M agreed that basketball is significant to their not leaving
the college. AAM3-M said, “I am here on a basketball scholarship, and if it were not for
the coaches and my teammates helping me with finding the residents’ hall, food court, the
bookstores, and other things on campus, I would’ve been lost. Me and the guys study
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together and help one another. We are really close! Asked if sports impacted his
remaining at the college, he said, “Hell yeah!”
The only baseball player in the study AAM2-G said:
I am so grateful to be on the baseball team. The college recruited me from Puerto
Rico. I never imagined myself in a college like this. My English is not good, and I
could not sometimes understand what others were asking me. I knew nothing of
the campus. I was scared my first year here. The coaches and my teammates
helped me learn the campus, and the coaches got me a tutor to help with my
English. I passed my first year with the team’s support and am looking to a
successful second year.
Asked if he would be remaining at the college, he said, “YES!"
Staff participants differ about athletic programs and clubs/organizations retaining
students because of lessons learned and relationships. CCS1-M said:
Even though we had to cut some programs here at the college because of the
pandemic, we can support our athletic department. We have an excellent athletic
program, which keeps our athletes here, especially our Black males. Our coaches
are terrific with the men teaching them success strategies they can use for the rest
of their lives. I played sports in college, and I learned so much about life from my
coaches and teammates. It was a good time in my life. Although it was a long
time ago, I haven’t forgotten those relationships and life-long lessons. Asked if he
thought clubs and organizations retained the men, he replied, “YES.”
CCS3-G disagreed with CCS1-M and said:
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I attended community college right out of high school and played sports. Don’t
get me wrong; I had a lot of fun, but it was demanding. I struggled to keep up
with my courses. I still have some of my friends from college, and I am now 30
years old. Knowing the toll sports have on student learning, I can’t entirely
agree that clubs/organizations play a significant role in the men staying.
Although I stayed at my college, I would encourage African American males to
remain centered on learning.
Agree/Disagree. Staff and students disagreed on clubs/organizations as factors
required in student retention. All four athletic participants and five college staff agreed
that clubs/organizations enhance student learning and are essential to African American
males’ retention. CCS1-M shared that when he played sports in college, his coaches and
teammates became family and vital to his college outcomes. CCS1-M strongly agrees
that African American males participating in clubs/organizations can increase their social
relationships and develop skills to effectively work with others, gain insight, build
communication, and foster creativity.
AAM1-G and CCS3-G, EOP affiliates, agreed that clubs/organizations could help
students build life-long skills and positive relationships but distract student learning.
AAM1-G stressed that sports and clubs promote student engagement and socialization
but distract African American males focused on education. AAM1-G said:
I know some guys who are involved with sports and clubs and aren’t focused on
their learning. They are always involved with doing something for the club or the
team. I try and talk with them and tell them to stay focused on their studies, but
they aren’t hearing it. So, I do me. I have a buddy, and we study together. We aim
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to graduate. Ms., I didn’t come here to join clubs and all that stuff. I want to finish
up here and move on to an HBCU.
Educational Opportunity Program (EOP)
The EOP is a comprehensive program designed to provide low-income firstgeneration students with counseling and academic and financial support to complete
graduation. Historically, it is known for its student retention success in institutions that
want to improve minority students’ retention to persist to academic completion,
particularly African American males. The EOP program is established at Colleges A and
B to increase students’ retention to complete post-secondary education.
Students perceive the EOP as vital to the institutions in retaining African
American males. AAM1-G said of the EOP program:
I know the college is having a challenging time since COVID-19 not to cut
programs; I hope they don’t cut the EOP. The EOP is the only thing that keeps me
here. My EOP counselor has assured me that the program is not in jeopardy. It’s a
fantastic program. I really support the program—my EOP counselor advocates for
me when I have academic challenges. The extra monies help me with getting
things I need for class. I hope COVID-19 doesn’t change things for the program.
Community college staff have expressed concern about the program. CCS1-M said:
I speak highly of the program because I know it works. The program does what it
says and says what it does. I have seen students I doubted would have graduated,
but the EOP proved me wrong. I have seen those students happily walking across
the stage to receive their degrees. Thus far, we have not had to decrease the EOP
budget, and I am hoping we don’t. The program is expensive to maintain but well
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worth it. African American students are staying— more females than males.
COVID-19 has implemented budget cuts and reduced funds; despite the budget
cuts, I feel it safe to say the program remains.
Agree/Disagree. Community Colleges A and B support the EOP and consistently
work with staff to provide resources to support students’ college outcomes. One student
and five staff members agree that the EOP program retains students and should be a
factor. One staff member did not perceive the EOP as a factor in student retention as she
lacked an understanding of the program. She said, “Ignorance is not an excuse. I have a
meeting with the EOP director so the two departments can work together in servicing the
EOP students.” The four athletes decided to remain neutral as they were not EOP
recipients.
Black Lives Matter
Institutions demonstrating solidarity with African American students, primarily
African American males, against racial injustice and bigotry appeared to foster a climate
of equity and brotherhood. Both Colleges A and B support Black Lives Matter by
implementing programs that allow the men and campus community to show support
against bigotry and racial injustice. The research participants’ narratives revealed whether
the institutions supporting social and political issues like Black Lives Matter impact
African American males’ retention or departure.
CCS1-M said the following concerning Community College A:
The institution here supports Black Lives Matter. We have a Black Student Union
and a Black Lives Matter organization. We encourage students and staff to
participate in discussions concerning racial injustice. We support the men by
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having cultural activities centered on Black History to expose all students and
staff to our African American men’s racial inequities and challenges. Not
everyone is on board. We are a work in progress. We try to show the men that
they matter, and we want them to remain. I make it my business to get to know
the men on a personal level. I interact with the men and assist my department in
addressing their needs.
CCS2-G stated that Community College B has a Black Lives Matter program focused on
bettering the awareness of racial and social injustices against Blacks. She expounded:
We can improve on bringing the matter front and center. Let’s be honest racial
and social change takes time. Look, Dr. King fought for social justice and equity
in the 60s, and we are still fighting for the same thing. This is a rural college in a
predominantly White Republican area. It will take time to change people’s ideas
and theology on social and political issues as Black Lives Matter.
AAM1-G expressed a feeling of school pride when the institution’s President sent a
directive by email to staff, faculty, and students regarding the college’s position against
racial and social injustice in support of Black Lives Matter. AAM1-G indicated that the
institution supporting the Black Lives Matter mission to eradicate social and racial
prejudice made him, for the first time, feel as though he mattered.
AAM2-G did not share the same sentiment,
I think the college tries to support Black Lives Matter. I believe there is a Black
Lives Matter program, but since COVID-19, I haven’t heard anything about it. I
believe they need to do better at recognizing African American males on campus.
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I believe in diversity and would like to see more of all races on the campus.
That’s just me.
AAM3-M remembers proudly the institution speaking up against racial injustice
during the social and political uprise of Black males in the community and across the
country, he said,
As a Black male, I get pissed off when I hear White people or anyone say, ‘All
lives matter.’ I feel like they minimize my life. When I hear that, I respond, ‘It’s
my life being taken, not yours!’ I have a newfound respect for the college for
saying that they would not tolerate racial injustice!
When asked what assistance was provided to the Black students on campus by the
Black Student Union during the Black Lives Matter campaign, AAM3-M responded he
was sure they did activities but did not attend.
Agree/Disagree. Four African American males and five staff participants agreed
the colleges supporting the social, economic, and political happenings (Black Lives
Matter) impacting the men’s life chances and experiences a consideration in their
continuing at the intuitions. AAM2-G disagreed with the institutions’ support of Black
Lives Matter as an element in African American males staying at the institutions. AAM2G explained that institutions’ support of Black Lives Matter is temporary and gives
African American males a false hope that White people’s attitudes and behavior towards
them will change.
Hiring of Black Males
The hiring of Black males by community colleges provides the men with role
models to help develop identity and character. CCS2-G said:
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African American male students need African American men to help them come
into their manhood. I believe the hiring of Black males is a critical element in the
social development of these young men. These young men come right to us
straight from high school; they often lack the skills needed to express their wants
adequately. Some of these young men come from single-parent homes where the
mom is the head of the household. They can benefit from the training and support
of Black male role models.
CCS2-G agreed that hiring Black male staff to interact with the men could
improve the men’s behavior, “I deal with discipline problems regarding the men. Many
times, what the men say is misconstrued. I advocate for them to resolve the issue. There
are not enough Black men on campus who look like them to identify with.”
CCS1-M suggested that employing more African American males starts closing
the employment gap between White and Black males:
The Black men enrolled at the college need Black male role models who
understand where they are coming from. I have a biracial son, but that doesn’t
automatically qualify my acceptance with the men. As a White man, I can only
provide them a White perspective; they need a Black male viewpoint, someone
they can identify with.
When asked about the ratio of Black male staff to the Whites, CCS1-M revealed that only
a few Black males worked at the college and were stretched too thin. He elaborated that
the small group of Black male staff or frequently used by students and staff needing help.
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The only African American male staff in the study, participant CCS3-G, stated his
presence at the college had helped African American male EOP students, particularly the
men who remained at the college. He said:
I think it helps that I am an African American man here at the college. The men
come and talk to me, and we hang out; I couldn’t be successful without the EOP
staff and college support. It’s a team effort to get our men to stay and graduate.
There are more African American females than males here. I think the men need
more support, so I do all I can to help them.
The student participants communicated their views on the need for institutions
to hire Black male staff. AAM1-G said:
It would be nice to have someone who looks like me and understands the Black
culture without explaining it. Most of the staff here are White women, and the rest
are White men. Don’t get me wrong; they are very nice. I have met with them on
matters, and I appreciate their knowledge, but sometimes I need to talk about
things, but I don’t with them.
When asked why, he said, “They don’t understand my Blackness.” Asked to explain
Blackness, he said, “My rhythm, my swag, my culture, my people, my soul, my thoughts
and ideas, my history, just me as a Black man. It would be cool to have someone who
gets you and to chew the fat with.” Asked if he thought hiring Black male staff was a
factor in his saying at the college, he said:
Yes. There is a Black male staff at the EOP office that I go to when I want to talk
and chill. We get along good. He helps me a lot and is one of the reasons I am still
here. Some of the other guys don’t have anyone of color to relate to.
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Agree/Disagree. The research participants established the institutions hiring
Black male staff as a primary element in African American males’ retention. Colleges A
and B perceive four essential aspects of African American male staff at the colleges: (a)
the men help to develop African American male students’ identity through conversation
and experiences; (b) the men act as role models to African American male students; (c)
the men bring a richer culture and diversity to the campus; and (d) the men provide
students, staff, and faculty with a different perspective and view of events.
COVID-19 (Program Adaptations)
COVID-19 had Community Colleges A and B revamping their infrastructure to
adapt programs to support students during the pandemic. Because of COVID-19,
Community Colleges A and B immediately merged with their technical department to
shift students, faculty, and staff from in-person educational programs to online programs.
Without preparation, students worked online in isolation without any in-person
interaction with friends, faculty, and peers— a most uncertain time for everyone.
Students at Community Colleges A and B identify COVID-19 as responsible
for program adaptations changing their college experience. One African American male
participant expressed being angry with COVID-19 for interrupting him and other
students’ social life and education. He shared COVID-19 made him doubt the college’s
ability to maintain him. Another student participant said he was thankful to his college
for establishing online spaces for him and students to meet. The participating staff also
shared concerns about the colleges’ future to sustain the programs necessary to support
students during COVID-19.
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Community college staff A and B expressed the impact of COVID-19 on staff
morale and stamina due to the increased workload on the remaining staff. CCS2-M
reported the department losing 150 staff members to retirement buyouts and budget cuts.
For example, she added that of the 150 staff members, 14 workers she supervised retired,
leaving the unit with four team members to manage the increased workload. CCS2-M
emphasized the effect of COVID-19 on community colleges’ ability to service and
support programs focused on student retention with less human resources and funding.
CCS2-M expounded on missing her colleagues and the impact of COVID-19 on students
having to be quarantined or restricted from socializing with peers and meeting others.
Agreeing with her colleagues, CCS2-G validated COVID-19 as an element
impacting program adaptations necessary to African American males’ retention. CCS2-G
expounded:
We only have a handful of African American males here on campus. We had
more, but they did not come back for whatever reason. Even with the pandemic,
we are trying ways to retain all students, especially African American males. I am
afraid we will lose them if we don’t provide programs that address the social
piece. We are a work in progress.
Agree/Disagree. Students and staff at both participating colleges identified
COVID-19 as an element making significant changes to community colleges’ program
adaptations. Staff at both Community Colleges A and B are assessing and evaluating
programs within their infrastructure to support programs aimed at students retention,
particularly African American males. The reality is COVID-19 may not be the last
pestilence to shift community colleges’ culture, policies, and processes. Hence, as
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visionaries, community college leaders in assessing systems and processes impacting
student outcomes needed to understand and identify continuous change factors such as
COVID-19 to bring about institutional improvement.
Academic Factors
Two categories emerged from the data analysis regarding the research question
under the theme of academic factors: (a) tutor/mentors; and (b) staff diversity. Academic
support like tutors/mentors helps bridge the academic gap between African American
males and other racial/ethnic gender groups. In this study, African American males
communicated that tutors/mentors in the form of coaches and staff were primary agents
in their academic success.
Students exposed to a global staff have a rich academic and cultural experience—
Community Colleges A and B view diversity as an asset that improves the campus
culture and impacts student retention. College A and B’s websites state that they are
equal opportunity employees committed to providing diverse workers to enhance student
learning in an equitable environment.
Tutors/Mentors
Coaches, staff, and peers providing students tutoring and mentoring were
mentioned as positively influencing African American males’ retention rate, thus
impacting positive college experiences. Coaches are to student-athletes more than
individuals who prepare the athletes for games; coaches develop a parental role in
athletes’ lives— hence, constructing a partnership conducive to each other’s success.
AAM1-M, AAM2-M, AAM3-M, and AAM2-G communicated the impact of
coaches on student success. AAM1-M said:

94

My coach looks out for me. He cares what happens to the fellas on the team and
me. He always has my best interest at heart. I thought I left mom at home, but the
coach picked up where she left off. He makes sure I stay on top of my studies and
has helped me with challenging issues. He’s a real smart guy.
AAM2-M agreed that the coach was a significant factor in his attrition. When asked if he
considered transferring elsewhere, he favorably responded:
Why should I leave here? My friends are all here. Besides, I wouldn’t do that to
coach; he taught me all I know, we are family. The coach is firm, but I know he’s
coming from a good place. He respects the fellas and me all the time. He makes
me a better man. He helps me no matter what, and if he doesn’t know something,
trust me, he gets me help. He is my mentor for life.
AAM3-M said, “If it were not for the coach and the team, I would have been lost.
Coach and the team help me with studying and just finding my space here at the college.
Asked if he would remain at the college, he said, “Yes, I couldn’t see myself any place
else. I like it here.”
AAM2-G said similar things about his coach and teammates as Community
College A study participants:
I like my coaches. I met them for the first time in Puerto Rico when recruiting. It
wasn’t till I came here that I got to know them better. When I arrived at the
airport, they were there to welcome me. They showed me the ins and outs of the
college.
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Asked to explain the ins and outs, he said, “. . . like finding my dorm room, the
bookstore, my classes, and things like that.” Asked in what other ways did the coaches
and his teammates assisted him, he replied:
When I came from Puerto Rico, my English was not good, so my coaches and my
teammates worked hard to help me speak English better. Later I got a tutor, and
she was awesome. The guys on the team and I hang out after games, but COVID19 stopped that.
When asked if he had plans of leaving the college, he said, “No, ma’am!”
AAM1-G, a non-athletic student, spoke of his relationship with the EOP staff and
their impact on his remaining:
I received so much support from the EOP staff in helping me stay here at the
college. They encouraged me to focus on my learning and still have fun.
Throughout the semester, they checked on me to see how I was doing
academically, socially, and personally ok, and I appreciated that. Before coming
to college, people told me that college was different from high school because you
are on your own. In college, folks don’t hold your hands. So that made me
nervous, just thinking I would be left alone to make it. The EOP staff was just the
opposite; they cared how I was doing and supported me all the way. I am now a
second-year EOP student in my last year and looking to graduate.
Community Colleges A and B staff agreed that programs with tutoring/mentoring
elements helped African American males academically succeed to remain at the
institutions. CCS1-M said with admiration of his role with the Wegmans Scholarship
Program:
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I am interested in the retention of the Black male. The college is losing its Black
males; we have more White and Black females at the college than Black males. If
you were recruiting Black females for your study, you would have no problems. It
concerns me that the men are not staying. So, I am involved with the Wegmans
Scholarship Program here at the college. It is a 5-year 3-million-dollar grant
awarded to the college to provide students, particularly African American males,
with tutoring/mentoring, academic support, financial aid, leadership skills, and
skills training support. It is a great program that focuses on the whole student.
When asked if the program helped retain African American males at the institution,
CCS1-M replied, “I can’t honestly say if it did or not because I don’t have the stats, but I
do know the African American men in the program . . . are still on campus.” CCS2-G,
regarding tutors and mentors, said:
We have excellent tutoring services to help African American males and students
experiencing academic difficulties succeed. When the men encounter academic
problems, I immediately refer them to the tutoring service. I often follow up with
the students, or they usually return to me waving their grades with smiling faces. I
see their confidence restored after getting the support.
Regarding mentors, CCS2-G said:
I mentor every day. I will tell you a quick story. The students call me White
Angel, ok! They know I care about them both on-campus and off-campus. For
example, a male student of color called me and told me he and some of his friends
were in Mexico, but he could not get back because of an issue with his passport. I
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made some calls, and the student returned. He called me because he knew he
could depend on me. I am more than a staff; I mentor them and keep them safe.
Asked if she thought mentoring was a significant factor in African American males’
decision to remain at institutions, she answered, “Yes.” CCS2-G expounded:
The reason is that these young men come to us fresh out of high school, truly not
knowing what is available to them on campus. They need more than an advisor to
vent and share things. I try to provide them the space and opportunity to do that.
Agree/Disagree. Both students and staff agreed that tutoring/mentoring is vital
for African American males remaining at the institutions to persist beyond their second
year. College staff and students suggest COVID-19 made tutoring/mentoring necessary
for the men’s success— as Colleges A and B have had to reduce programs and services
related to the men’s academics and social integration.
Staff Diversity
A common theme present in the participants’ interview transcripts was staff
diversity. Study participants perceive that a diverse faculty brings multiple perceptions
and objectives to student learning and builds inclusive student and faculty relationships.
Students at Colleges A and B communicated not having access to teachers of
color. AAMG-1 said, “White faculty are the dominant race instructing at the college.”
AAMG-1 shared that he had not received academic instruction from any other
racial/ethnic gender group in his 2 years at the college, particularly Black instructors.
AAMG-1 said:
I am going to an HBCU college when I graduate. I want to experience different
ideas and perceptions of the world from teachers of other races who respect my
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views and don’t perceive me as offensive. I am on HBCUs’ websites all the time.
I look at the faculty’s names and pictures, and some are Africans, Indians, and
Asians. Ms., I have never had an Indian or Asian teacher in high school or
college.
Asked to explain the mentioned statement, AAM1-G stated:
I feel my learning would be complete when instructed by others of different races
and cultures. I don’t feel challenged because I get only White teachers’
perspectives. I need an inclusive experience. I am an adult; I need to be ready for
the real world. People come in different shapes, sizes, and colors. After I graduate
from college, I can’t start learning how to interact and embrace people of varied
cultures; I need to know now how to navigate and function in a diverse society. I
can’t wait to start at an HBCU!
Asked if staff diversity was essential to student retention, AAM1-G answered, “It
is to me. I can’t speak for anyone else, but it is important to me.”
AAM2-G expressions aligned with AAM1-G, he said:
I am a Puerto Rican male at a rural college in a White town, so I don’t expect to
see many people of color that look like me teaching at the college. I am in my
second year; I have not had a person of color as a professor or a tutor. It would be
nice to see more variety of people teaching.
When asked was staff diversity important to student learning, AAM2-G explained: I
think so. In Puerto Rico, my teachers looked and talked like me. Smiling sheepishly, he
continued:
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I like the professors here; they are good people who work hard with the students
to help them succeed. I would not be sitting here with you were it not for their
support. However, I think it’s time for the college to shake it up a little by
diversifying faculty. Students like me from a diverse culture appreciate being
taught by all sorts of teachers. Having access to a teacher of color keeps me
interested and coming back for more because my thinking and outlook on things
change. I am a critical thinker; I always wonder and ponder about life, so having a
teacher of color enables me to express myself freely without being judged or
corrected for my viewpoint.
Asked if he believed staff diversity impacted African American males’ retention, he said,
“Yes . . . . Like I said earlier, having the opportunity to have a teacher of color is
awesome. It introduces students unfamiliar with people of color to a new experience.”
Each student participant agreed that staff diversity was absent from the two
participating colleges. AAM1-M, AAM2-M, and AAM3-M all decided that having a
diverse staff would enhance their learning and progression moving forward. AAM1-M
said:
I am a basketball player, and most of my teammates are Black, so that is the most
diversity I have experienced. I’m going to keep it real with you: there are more
Whites here than people of color, but it is what it is. I am here to get an education
to move on. I try not to get caught up in the race thing. White teachers have given
me academic instruction throughout my educational journey; that’s all I know.
I’m not saying that it is right to have White teachers only, but it’s like my
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grandfather told me this is a White man’s world, and I need to learn how to
operate in it.
Asked if he perceived staff diversity as vital to African American males’
retention, AAM1-M replied:
I guess it wouldn’t do any harm; it might be a good thing for students, in general,
to be exposed to faculty of color. I had little engagement with teachers of color, so
I am used to not being taught by teachers of different races and backgrounds. I
had a few Black coaches who taught me a lot about being a Black man, like
staying committed to my education, goals, family, and the team.
Community Colleges A and B staff shared the same opinion as the men that the
colleges need to be visionaries to diversify staff and faculty. Staff participants
communicated that students engaging in academic support from non-White staff and
faculty could increase students’ thinking, decision-making, and problem-solving skills.
Staff recognizes that students grow up in a more diverse world than their parents and will
benefit from academic training from diverse faculty to develop skills essential to navigate
and operate in a diverse cultural environment. CCS2-M said:
I am always in discussion with department heads to diversify the staff. We have
some people of color here, but not enough. We can do better. Our students need
instruction and academic support from faculty of various races, sexes, genders,
and ages to connect and have a broader understanding of themselves in a diverse
society.
Asked to explain further, CCS2-M said, “We as an institution are responsible for
preparing our students, particularly students of color, for a diverse economy. We can’t do
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that if we are not connecting them with staff and faculty from different countries and
demographic areas.”
CCS1-G and CCS2-G expounded that global communities are now connecting,
and indigenous groups of all races and countries are no longer isolated. For example,
because of international communication, people from various countries and cultures are
virtually teaching each other, which once was impossible. CCS2-G articulated:
This is a predominantly White institution; however, outside the college, the world
is increasingly becoming diversified, whether we are ready or not. The cultural
change will impact the college, and the student body may be predominantly
students of color. I read in an article that, for the first time, most students in U.S.
public schools or children of color. Those children are going to graduate high
school and enroll in colleges! The article also said that the millennials prefer
urban living to be suburban, which means school integration! The cultural change
may be that we as educators may have to align our standards of teaching to that of
students of color. I have no idea what that may look like because I am only
speculating. As educators, I know that we must provide our students with
academic support to prepare them to work and function in a diverse world
different from past generations.
Asked if staff diversity is a factor in African American males’ retention, CCS2-G said,
“Why wouldn’t it? I feel it is vital to their retention. Having a teacher of color, especially
a Black male, builds their confidence, identity, and someone to model after. So, yes, I
think it is an important factor.”
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Agree/Disagree. Of the 11 participants, two students and six staff members
agreed to staff diversity is a factor required for student retention. Wanting to remain
unbiased, two basketball players, AAM2-M and AAM3-M, remained neutral and
indicated not having access to non-White professors and staff as the reason for staying
neutral. AAM1-M disagreed that staff diversity was a factor in student retention. AAM1M said his decision to remain or exit the college was not contingent on his academic
instruction being provided by teachers of color.
Summary of Results
This qualitative, narrative study is designed to understand whether African
American male students and community college staff agree on the perceived social,
institutional, and academic factors required for the men’s retention. This study captured
the factors that African American males and community college staff identify as central
to impacting the men’s retention. Despite the groups not agreeing on the retention factors
impacting the males remaining at or leaving the colleges, they did identify 10 factors
relevant for community college leaders, staff, political leaders, and stakeholders to be
aware of when making changes to improve African American males retention and at
higher education institutions (HEI). COVID-19 significantly impacted the social,
institutional, and academic results of the factors agreed on by African American males
and community colleges’ staff on African American males’ attrition.
Responses to the semi-structured interview questions helped construct the themes
and subthemes. Creswell and Creswell (2018) coding process framed the coding analysis
to identify themes and subthemes. Three themes and 11 subthemes emerged from the data
analysis vital to answering the research question. The three themes were (a) social
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support, (b) institutional support, and (c) academic support. The 11 subthemes were: (a)
online socialization opportunities created because of COVID-19, (b) Educational
Opportunity Program (EOP) as a social program, (c) COVID-19 program adaptions to
support students during the pandemic, (d) sense of belonging, (e) clubs/organization, (f)
EOP as a retention program, (g) Black Lives Matter, (h) hiring Black male staff, (i)
tutors/mentors, and (j) staff diversity. Although students and staff may have varied
thoughts on the factors required for African American males’ retention, the study adds to
the limited literature on African American males and community colleges’ staff
perception of the factors essential for the men’s attrition.
Chapter 5 provides further discussion of the study, as well as the implication of
the findings. Discussed are recommendations and considerations for future research.
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Chapter 5: Discussion
Introduction
The purpose of this qualitative phenomenological study was to understand the
identified factors African American male students and community college staff
collectively perceive are required for student retention. The low retention rate of African
American males at community colleges is a significant concern of staff, faculty, students,
practitioners, and policymakers (Woods, 2014). Historically, community colleges were
branded as institutions to diversify the U.S. workforce with African American males and
the underrepresented (Harper, 2012; Harris & Wood, 2013; Wood, 2014; Wood &
Turner, 2010; Wood & Williams, 2013). The contemporary significance of community
colleges is to improve all students, particularly African American males’ social,
institutional, and academic outcomes. Improving the males’ college success increases
their trajectory to compete with Whites and other racial/ethnic gender groups for degreepaying jobs (Bratton, 2018; Brooms, 2020; Jabbar & Edwards, 2020).
The focus of this study was to address the research question: Do African American
males and community college staff identify the social, institutional, and academic factors
required for African American male student retention in community colleges? The results
of this study can be organized into three themes, identified by Bailey (2017) and Cam et
al. (2019) relevant to the research question: (a) social support, (b) institutional support,
and (c) academic support. Analyzed and derived from these overarching themes are 11
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subthemes: (a) online socialization opportunities created because of COVID-19, (b)
Educational Opportunity Program (EOP) as a social program, (c) COVID-19 program
adaptions to support students during the pandemic, (d) sense of belonging, (e)
clubs/organization, (f) EOP as a retention program, (g) Black Lives Matter, (h) hiring
Black male staff, (i) program adaptions to support students during COVID-19, (j)
tutors/mentors, and (k) staff diversity.
This final portion of this dissertation presents the implications, limitations, and
recommendations for this study. The implication of the findings discusses the research
analysis in the context of the literature reviewed in Chapter 2 from the perspectives of
social factors, institutional factors, and academic factors. Also discussed are general
implications for community college staff as well as African American male students. The
study’s limitations are considered and recommendations for future research and practice
are offered. The final section of the discussion concludes with a chapter summary.
Implications of the Findings
Data analysis of the findings of this study on African American males and
community college staff demonstrate several criteria both groups perceived as significant
to African American males’ retention. First discussed in this section is the implication of
the functionalist theory. The implication of the research and the literature on African
American males’ retention factors are described below.
Functionalist Theory
When directly combining resources, institutions help improve students’
educational results, aligning with Spencer’s (1898) functionalist theory. The above
concept is the prism of Herbert Spencer’s (1898) functionalist theory. Spencer was a
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philosopher and biologist who conceived that the organs work together in sustaining the
human body, similarly to multiple departments within organizations and institutions
working together to meet the needs of those they serve. Spencer argued that departments
within the organization working to build cohesive and collaborative relationships
between them could effectively support and retain the citizens. When departments within
an organization or institution, like those at Colleges A and B, apply Spencer’s theory to
collaborate and collectively build cohesive relationships, African American males, not to
mention all students, are provided the necessary social, institutional, and academic
support to remain at the institutions and persist through to their second year. Departments
cooperatively working together to build a strong bond to support this group is critical to
the males’ academic achievement.
Social Connection to the Theory. Findings from this study align with Spencer’s
functionalist theory (1898) and suggest the theory is relevant to explaining the perceived
factors African American males and community college staff observe to be significant to
the men’s retention. The overarching concept of the functionalist theory is that
community colleges are structured societies/communities with interrelated parts designed
to meet the needs of those they serve (Spencer, 1898). For instance, to provide the males
and students the opportunity for developing social relationships with peers, faculty, and
staff amid the pandemic, both Colleges A and B implemented virtual access to digital
spaces for students to socialize. As indicated by the associate vice president of student
services at Community College A, his department collaborated with the director of
student life and leadership and other various departments at the institution to discuss
ways of improving the males’ and other students’ social and academic situations. Like
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College A, College B’s dean of students and associate dean of students expressed
meeting with upper management and various departments to discuss and implement new
ways to create programs to maintain students at the college. From College B’s
collaboration, it was determined that virtual spaces would be implemented with the
support of the technology department and other campus agents to continue retaining
students at the institution. By teaming with their technical support department, both
colleges provided digital access for students to participate in on and off-campus virtual
activities (e.g., games, contests). The African American male participants expressed that
although not preferred, socializing virtually helped them stay connected and less isolated
from the campus community. The students’ social outcomes in this study align with
Spencer’s overarching concept that students are the benefactors of the institutions’
departments, staff, and faculty working together to better the student’s whole college
experience, thus improving the students’ college outlook and wellness. The alignment
among departments and the males is intended for graduation, therefore, departments must
continue working together to provide support to the African American males through
their first and second years of college, as it is critical to their retention.
With the technical department and campus agents working together, Colleges A
and B provided students and the participating African American males the opportunity to
associate with diverse peers of varying cultures and backgrounds through virtual spaces.
The results of the departments working together produced personal growth and increased
openness of the males towards individuals of varying races, genders, and ethnic
backgrounds. Before the experience, one male participant expressed that living in an allWhite community provided him with limited exposure to indigenous groups; hence, what
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he learned about indigenous people was through the media, family members, friends, and
other African American males. Another male participant communicated that the
experience taught him to reframe his thinking about varying racial groups. He admitted to
not knowing much about varying groups, and like the student mentioned above, his
understanding of varying groups was based on hearsay. Based on minimal information
and knowledge of those different than himself, he perceived them to be inferior.
However, from the collaboration of the staff and others making the virtual community
available, the males discovered that students, particularly the males of color, were no
different than themselves and aspired to college completion and economic prosperity.
The males’ outcome from the departments working together to create an inclusive and
stable digital space in which diverse groups were represented aligns with Spencer’s
theory that keeping a healthy society involves all in the society to be heard. Aligning with
Spencer’s functionalist theory that the organs working together keeps the body healthy,
the males’ perception of working together with their peers of various races, backgrounds,
and gender made for a democratic society and helped them to stay open-minded and
healthy in their thinking and attitudes to progress forward.
The teaming of the technical department, student services, and other campus
agents, both participating colleges, provided real-life online experience (extracurricular
activities) for the males in this study to socialize and communicate with new people of
varying backgrounds. As shared by the male participants at Colleges A and B, their 2year experience of online socialization with different groups due to the COVID-19
pandemic broadened their understanding, awareness, and acceptance of those different
than themselves. The males perceived their growth and development from the online
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experience may positively impact their future, which may include working with
indigenous groups in a diverse economy. The technical department alliance with staff and
faculty from both participating colleges reinforces Spencer’s philosophy: that social
programs within educational institutions when consolidating and utilizing resources, are
more likely to go beyond the norms to create positive change that keeps society
functioning.
Institutional Connection to the Theory. Like Spencer, Émile Durkheim (1893),
a sociologist, believed that societies were systems of interrelated and interdependent parts
working together to sustain stability in the community. Hence, societies, in maintaining
stability, may need to bring about changes to survive over time for the good of the
citizens. Such was the case during COVID-19, when both Colleges A and B had to make
noticeable changes to their infrastructure to sustain resources and provide safety for the
society impacted by the pandemic. Because of the decline in funding due to COVID-19,
staff at Colleges A and B had to balance the budget yet continue providing students with
quality education and needed resources. Due to the pandemic, the colleges downsized
staff and departments. Multiple departments were merged into larger teams. These
mergers showed the institutions’ ability to sustain the critical resources to retain students,
particularly vulnerable African American males. For example, one primary benefit of the
merger, which aligns with the functionalist theory was the increased socialization and
partnership between the various departments, allowing each to learn about the other’s
function within the society, thus broadening the accessibility of department resources to
better serve the students. For instance, two staff participants at College B expressed never
forgetting prior relationships but were excited to be starting new friendships with the
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employees from the merger under their supervision. Like the staff at College A, staff at
College B shared similar feelings about moving forward in connecting with new
colleagues from the EOP program, safety department, tutoring services, and other
departments new to the Student Service unit. The long duration of the COVID-19
pandemic has impacted the way Colleges A and B operate in servicing their students,
making significant changes to survive and maintain their reputation as institutions
capable of retaining the students, particularly African American males to persist to
graduation. The first change was the merging of multiple departments to increase staff
diversity and relationships, the allocation and diversification of resources, and improve
efficiency. The second was creating virtual spaces for students, staff, and faculty to
develop meaningful and accessible connections.
Consistent with both Spencer’s (1898) and Durkheim’s (1983) theories that in
meeting the social needs of the organization, leaders in looking to survive may need to
change organizations’ standards—indeed, to manifest dynamic equilibrium (Parsons,
1961), the state of all parts working together to maintain stability and continuity.
Colleges A and B changed the norms and routines of the institutions by merging the
various departments to help maintain needed resources. These choices reassured students,
staff, and onlookers that the institutions could survive during a pandemic.
Sports were another example of the athletic department, tutoring services, staff,
and academic advisors collectively working together to retain the African American
males in this study. Of the five male participants in this study, four were on sports
scholarships. Three were basketball players and one was a baseball player. The males
viewed sports as a catalyst to economic prosperity and a way to help support their
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families. The young men in this study aspired to pursue professional basketball but
understood that having a backup plan was necessary should that elude them. The males
stated that the coaches, mentors, and academic advisors at Colleges A and B acted as
surrogates and assisted them in having both athletic and career plans on graduating.
Asked if staff supported their games and events, the males responded that the coaches,
faculty, peers, and staff were often at the games to cheer them on. The associate vice
president of student services at College A expressed being at the games to support the
players, as did the associate dean at College B. The males expressed that having staff,
faculty, and peers supporting the games gave them a sense of belonging. The camaraderie
that emerged from the connecting and collaboration of staff, coaches, faculty, and peers
in supporting the males is the tenet of the functionalism theory. The alignment of
Spencer’s theory calls for department heads to be vigilant and collaborative in working
together to evaluate and assess programs designed to ensure efficiency and efficacy in
supporting male students. Departments also need to be forthcoming in changing
processes hindering positive change.
Academic Connection to the Theory. Spencer utilizes Darwin’s theory of
evolution to emphasize that although the body’s organs are operating differently
regarding function and task, and may appear independent of each other, they join as one
system in supporting the entire body, much as themes and subthemes do in a larger
analysis. As articulated by the participating college staff and students, before the merger
departments were spread out and in isolation; however, since the merger, departments
and staff are collaborating and sharing ideas to increase African American males’ college
retention to persist past their first year. Notice how the participating males and staff
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commented on the multiple programs working together in supporting the males’ social,
institutional, and academic integration. For example, one Black male participant at
College B expressed how EOP and the tutoring services enhanced his social and
academic progress. He stated that he entered College B with a low GPA. With the EOP
counselor and the tutoring services collaborating in supporting and monitoring his
academic progress, he passed his courses, thus improving his GPA. Another male
participant from College B stated that the baseball coaches, the tutoring program, and the
student success coach (academic advisor) worked together to assist him in improving his
grades. The results from the collaboration among the coaches, EOP, faculty, and tutoring
services produced positive student results, thus increasing the males’ educational
outcomes and well-being. College agents working together increased the students’
morale, motivation, self-confidence, and pride. For example, AAM1-G and AAM2-G,
when interviewed, demonstrated pride and excitement in their college success. The study
participants attributed their progress beyond their first year to their acceptance of the
support provided by the coaches, EOP, and tutoring services. Hence, African American
males are made to feel included and supported and, as such, are motivated to accomplish
their academic and personal goals. Departmental mergers showed the organization’s
capability for long-term growth and sustainability, plus showing integrity, genuineness,
and commitment to serving and supporting the students. Organizations, such as
Community Colleges A and B, forming partnerships between multiple departments to
collectively and cohesively care for the students’ needs and overall well-being concurs
with Spencer’s theory that the organs collectively and cohesively working together
sustain the body.
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The findings of this study as well as others in the literature suggest that Spencer’s
theory (1898) is applicable when departments merge collectively to build cohesive
relationships focused on caring for and nurturing the citizens in the society (Berry, 2018;
Bir & Myrick, 2015; Blekic et al., 2020; Bratton, 2018). This study, along with the
research studies, showed that when staff, faculty, and the various departments consolidate
as one team to provide African American males with needed resources and support, the
students benefit by accomplishing personal goals, meeting varying groups, embracing
online programs, and overall had positive college experiences to remain at the colleges
(Blekic et al., 2020; Bratton, 2018; Clark, 2019; Colucci & Grebing, 2020).
Comparison with the Research Literature
In developing this study, research literature was reviewed on African American
male students and community college staff perceptions of the perceived factors essential
to retention and college success (Blekic et al., 2020; Bratton, 2018; Clark, 2019; Colucci
& Grebing, 2020). Studies showed the interrelationship of staff, faculty, campus agents,
and peers as crucial elements in African American males’ social, institutional, and
academic outcomes (Berry, 2018; Bir & Myrick, 2015; Blekic et al., 2020; Bratton, 2018;
Colucci & Grebing, 2020). The research participants’ shared experiences, interviews, and
narratives were compared to past research studies to understand better the factors
impacting Black men’s college completion and are discussed in the next section
Institutional Factors. To improve African American male students’ retention,
before the pandemic, community college leaders in this study started addressing the
matter by funding and creating clubs/organizations and developmental programs specific
for African American males. The purpose was to increase these men’s stay at the
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institutions. However, because of COVID-19, student enrollment declined, particularly
among African American males, budget cuts, and state and federal aid loss occurred.
Hence, community college leaders had to discontinue their plans. For example, staff at
both Colleges A and B described the impact the loss of funding had on the institutions.
The associate vice president of student services at College A and the dean of students at
College B shared having to make difficult decisions regarding staffing, budget cuts, and
managing departments impacted by the restructuring due to COVID-19. CCS1-G said,
“As dean of students, I had to make some tough decisions. COVID-19 had changed
things. All department heads had to make budget cuts, meaning, operating with less
money and less staff.” CCS1-M and CCS2-M explained that no one had anticipated the
significant impact on the college’s budget and future outcomes due to the pandemic. The
director of student life and leadership development expressed feeling a personal loss at
seeing long-time staff like premature family exit from the college due to COVID-19. The
associate vice president for student services said the college was like a ghost town as
hardly anyone was there. Staff participants perceived low student enrollment, budget
cuts, state and federal aid loss, and decreased funding of scholarships and endowments as
primary factors impacting college leaders’ financial support of ethnic-based programs for
African American males.
The decline of African American males at the institutions caused the participating
community college leaders to find ways of retaining the small group of Black males
remaining at the colleges. Figure 5.1 demonstrates the significant decrease in African
American students’ enrollment in the summer of 2020 at community colleges due to
COVID-19. Although the data in Figure 5.1 do not show the percentage of the 10.5%
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enrollment decline between Black males and Black females, it supports College A and
College B’s findings that COVID-19 has exacerbated the decline of Black men on
campus.
Figure 5.1
2020 Summer Enrollment Trends of Public 2-Year Community Colleges

Note. Data retrieved from Survey of AACC CEOs, April 2020. The severity of the impact of
COVID-19 on student enrollment. https://www.aacc.nche.edu/wp
content/uploads/2018/04/CCEnrollment2017.pdf

Figure 5.1 shows the trend in enrollment at community colleges since COVID-19. The
10.5% decline in Black student enrollment is higher than other racial groups. White
students had an 8% decline in student enrollment; Asians 2.1% decline; Hispanics 2.6%
decline; and Others 5.1% decline. The decline in African American student enrollment,
particularly African American males, has community college leaders concerned about
increasing the men’s enrollment. Research participants articulated that ethnic-based
programs for African American males need the support and encouragement of the
institutions to retain a portion of this group.
Bratton (2018) and Broom et al. (2015) conducted similar studies to examine the
outcomes of retention programs on African American males. Bratton (2018) explored an
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initiative program designed to improve African American males’ retention at a
predominantly White community college, while Broom et al. (2015) examined Black
males in a Black Men Achieve (BMA) program at an HBCU. Bratton and Broom’s
findings are consistent with this study’s findings that community colleges, when
committed to improving African American males’ retention, will fund and provide the
resources needed to improve the retention and graduation of this group. Due to its many
components, Bratton and Broom found operating the retention programs costly. They
explained that although expensive, the programs effectively provided Black males a fair
chance of competing with other racial/ethnic/gender groups to persist to degree
completion.
In this study, one student and five community staff members perceived retention
programs as EOP essential to many African American men receiving their associate
degrees. In this study, four African American men had no affiliation with the EOP
program and remained neutral, as did one staff member. Both participating colleges
support the EOP as a retention program capable of establishing the institution’s mission
to increase the graduation rate of as many minority students as possible, indeed, to
increase the number of degrees referred to African males/minority students to the number
of degrees referred on Whites.
CCS1-G and CCS2-G shared that the EOP program was one of several programs
that had recently merged with student affairs due to downsizing. However, both
administrators praised the program for its commitment to retaining African American
students. CCS1-M and CCS2-M stated having positive relationships with the EOP staff
and their contribution to the college in sustaining African American students, particularly

117

the small group of Black males at the institution. They also agreed with CCS1-M that
retention programs are costly to the institutions despite their effectiveness. CCS1-M
expounded that with the budgetary crisis the college is experiencing, he hoped none of
the student services provided by the EOP office got cut. CCS1-M said, “I am going to do
all in my power to maintain the program. I know it works.” CCS4-M and the only EOP
staff member and Black male in the study expounded on the budget, “I am concerned not
too much over possible budget cuts. We will continue to do a great job on behalf of
students.” Here student services and the EOP departments have allied to continue to
maintain and provide African males and minority students the best resources amid a
pandemic. Although the cost to maintain the retention program was costly, the
departments did not let that hinder them in their efforts to keep all components of the
program needed for student success.
Likewise, AAM1-G, a strong EOP advocate and affiliate, discussed the program’s
impact on his stay at the college and his attitude towards graduating. AAM1-G said, “The
EOP staff is awesome. They really care about the Black students here at the college. They
do a great job going the extra mile in keeping us academically and socially centered.”
AAM1-G further explained that he wanted to give back to the program upon graduating
because the staff was vigilant in helping him get to his second year, “I am going to
graduate because the EOP staff trusted me to be a man of my word.” AAM1-G also said,
“The EOP staff never let go of my hand; they were also in my corner, and it made me
want to do good by them.”
The findings of this study and the research studies bring to community college
leaders an awareness that retention programs are critical in African American males’
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education completion. Retention programs supported by the institutions help establish it
as a valuable source impacting African American men’s academic achievement, thus
their receiving social, institutional, and academic benefits.
As this study and the research studies demonstrated, retention models at
predominantly White institutions effectively bring about growth and change attitudes of
Black males towards retention and graduation. For example, AAM1-G stated his attitude
had changed due to the support and dedication of the EOP. This study and the current
research literature can contribute to community college leaders learning about new
strategies, models, and techniques to create better educational outcomes for this group.
Like CCS1-M said, “We have to do right by these men; what we are doing now isn’t
working.” Three community staff shared the same sentiment and described themselves as
a work in progress in wanting to do better in maintaining the males. Staff expounded that
COVID-19 should not be a deterrent in helping these Black men achieve their associate
degrees to transfer to 4-year institutions.
Social Factors. Comparing data gathered from each set of participants in this
study and research studies described in Chapter 2, several participants identified social
interaction as a primary factor in African American males’ retention at community
colleges. Due to the COVID-19 pandemic, the small group of African American males at
Community Colleges A and B had fewer in-person socializing opportunities. The
participating community college leaders took the initiative through virtual activities and
programs to create a social community among students, staff, faculty, and campus
support. Likewise, Berry (2018) defined community as a feeling of connection and
closeness within a learning community. Social relationships and interacting with friends
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and peers are essential to students’ mental and emotional health (Berry, 2018). A couple
of the male participants expressed feeling lonely and anxious from missing friends and
family related to the protracted circumstances of COVID-19. The assistant dean of
student services was forthcoming in saying that there has been an increase in students
being serviced for anxiety and depression at the college. She said, “Since COVID-19, the
number of students serviced for anxiety and depression has increased. We provide
counseling to help them cope.” AAM2-G, regarding loneliness, said, “I miss my friends,
and I sometimes get a little down at not seeing them as often as before.”
Aligning with the functionalist concept that the whole body needs to be cared for,
Broom (2020) asserts that the whole student needs to be nurtured. He identifies three key
factors beneficial to maintaining a constructive and healthy faculty-student relationship:
(a) creating a positive learning space, (b) faculty centered on the whole student, and (c)
on and off-campus support. The departments at Colleges A and B are working together to
provide students with academic, emotional, and social care. This was demonstrated when
the assistant dean at College B expressed collaborating with the counseling department to
help care for students’ anxiety and other matters related to COVID-19. The assistant dean
also expressed that her department worked with the student center and other college
agents to bring awareness to the emotional and mental impact on students and staff on
being in isolation.
Like this study, Broom (2020) and Berry (2018) found that when provided the
opportunity to meet and socialize with peers in a virtual community, students can develop
relationships as when in person. Although African American males and community
college staff articulated not preferring online socialization to in-person, they agreed it
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was a needed resource to stay connected. For instance, AAM2-G said, “I like that the
college has fun nights online. I get to see some of my friends and meet other athletes to
support them.” The male perceived that as a baseball player, Zoom provided him the
opportunity to meet other males and female athletes affiliated with non-baseball activities
that he would not have engaged with before Zoom. As AAM2-G, AAM1-M emphasized
that online was not his preference for ongoing socializing with his peers, but it did
provide him the opportunity to expand and include others in his social group. AAM1-M
and AAM2-G agreed that online socialization took getting used to, but it was okay
because they got to meet new people.
Although staff members in this study were not embracing the long-standing use of
online technology as a medium for socializing, they expressed that students, staff, and
faculty needed a safe space to socialize and develop relationships, as in-person
collaborations had declined. Martin et al. (2019) explained that online platforms are
becoming increasingly valuable instruments in staff and students’ developing
relationships. Martin et al. (2019) suggest that teachers consider creating new ways to
implement online programs into the curriculum to plan social activities to better
student/faculty relationships and pedagogical practices. CCS1-M articulated that
something had to change in meeting Black males’ needs. Being passionate about helping
Black men, CCS1-G voiced that COVID-19 had pressed staff to see the urgency of
creating a safe space for all students, especially for the few Black men. CCS2-M said, “I
am proud of the online turnout of the students and staff. We try doing interesting
activities to keep the students logging in to socialize and meet others.”
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Both Berry’s (2018) and Broom’s (2020) findings corroborate the results of this study.
When institutions merge resources fairly and equitably, students, particularly African
American males, develop a level of trust and friendship with campus agents and peers to
continue their studies.
Academic Factors. Historically, most African American males enrolled in
community colleges are first-generation college students and enter higher education with
limited navigation and advocacy skills to obtain critical resources and positive
educational results (Bratton, 2018; Brooms, 2020). Staff becoming tutors/mentors can be
effective in helping the men overcome academic challenges to be successful to past
community college status. As described in Chapter 2, the research literature review
presented multiple studies supporting Spencer’s philosophy that citizens’ success and
well-being in a society depend on members working together to meet citizens’ needs.
Staff applying the abovementioned principle helps African American males learn in the
community. The care and attention improve the men’s academic success chances to
persist beyond a 2-year institution.
Likewise, Clark, receiving support from staff, successfully completed graduate
school. Clark’s (2019) study employed an autoethnography method using the
“otherfathering” theory to tell his narrative. Recall that Clark described how three
African American male professors became his surrogate fathers (substitute fathers) while
in college, as his biological father was dying. Clark shared that these men provided him
the care and nurturing needed to finish his first and second year of college and later a
Ph.D.
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Expounding on Clark’s narrative, AAM1-G shared his 2-year college experience
of receiving support from a Black male EOP counselor and his impact on AAM1-G’s
college progression. AAM1-G expanded that the EOP counselor was a primary factor in
his remaining at the college and a trusted individual he confided in when pursuing an
Historical Black College University upon graduating. AAM1-G perceived he was more
forthcoming with the Black male counselor than with a White male staff member because
of the camaraderie they shared as Black men.
As in Clark’s (2019) study, three African American male professors became
surrogates as his father transitioned from life to death. More than the other male
participants in the study, the AAM2-G situation parallels Clark’s. AAM2-G expressed
that his coaches became his surrogate, particularly during his grandfather’s illness. He
expressed profound gratitude to the coaches and the support team for helping him persist
to his second year and to continue at a 4-year institution when graduating.
The primary difference between AAM2-G and Clark’s situation was that AAM2G received help from White coaches, as Black males provided Clark the support he
needed. Differences in the coaches’ race or the professors did not impact the college
outcomes for either AAM2-G or Clark. However, both AAM2-G and Clark felt that
having Black male staff working at the colleges and engaged in relationships with
African American male students increased the men’s readiness to communicate matters
impacting their college experience. Having an inclusive relationship with other Black
males helped restore the student’s sense of value and identity at predominantly White
colleges.
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In this study and Clark’s, the staff communicated the significance of Black male
staff to the retention of African American males. CCS1-M, CCS2-G, and CCS3-G
expressed that Black male staff have experienced the stereotyping and racial inequities
that influence African American male students’ behavior and attitude towards higher
education. CCS1-M, CCS2-M, and CCS1-G expounded that Black male staff shares a
common identity and cultural heritage with African American males that White staff does
not. The catalyst for community college leaders in improving the retention of African
American males maybe the relationship developed between Black male staff and the
men. White and Black staff working together could be a significant element in helping
the institutions to develop strategies to retain the men. For example, in this study, White
and Black staff at the participating colleges worked together to provide the African
American males with mentoring, tutoring, and counseling support to progress to their
sophomore year.
Similar to Clark’s (2019) findings, this dissertation study demonstrates that
African American males were more likely to be academically successful and remain at
the colleges to persist to the second year when receiving the nurturing support of coaches
and faculty collaborating. Clark goes on to explain another study finding that
collaborating Black staff and community college leaders may create a possible solution to
increase the retention of African American male students. Like Clark, in this study,
students mentioned the impact of the support and nurturing of coaches, faculty, and staff
on their academic progress.
Tolliver and Miller’s (2018) qualitative phenomenological study identified
mentoring/tutoring as an effective way of supporting African American males’
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enrollment into community colleges. Consistent with these research findings, Tolliver
and Miller’s (2018) study demonstrates that faculty and staff mentorship during the
undergraduate years helps provide African American males with vital direction
concerning academics, career planning, and social relationships. The 11 African
American males in Tolliver and Miller’s (2018) study all agreed that mentor/tutoring
increased the men’s GPAs, as agreed on by the five males in this study. For example,
AAM2-G stated his GPA improved from the support he received from his coach, tutors,
and peers. AAM1-M, AAM2-M, and AAM3-M expressed their GPAs increasing because
of their coach’s help. In this study, the institutions did not share the men’s GPAs.
However, research has shown that students’ GPAs increase from staff and faculty help
(Cam et al., 2019; Clark, 2019; Tolliver & Miller, 2018).
As with the students interviewed, community college staff found
mentoring/tutoring essential to the retention of African males. CCS1-M shared that
programs that embed mentoring/tutoring, such as the Wegmans Success Scholarship
Program—helped build African American males’ academic progression, self-confidence,
leadership skills, social and emotional development, and motivation. CCS2-G expounded
that mentoring/tutoring helped students build strong self-efficacy and self-actualization.
CCS2-G articulated those African American males appeared unsure and uncertain of
functioning on the campus, and the support of tutors/mentors helped them comfortably
transition into the campus community. She went on to say, “The Black males come to me
with their concerns, and I help as much as I can. They are trying to find their way in a
new environment that can be unwelcoming.”
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The study participants perceived, as the Black men in Tolliver and Miller’s (2018)
study did, that having mentors/tutors were vital to their academic success and acceptance
at the institutions. The findings suggest that no matter the description of the terms
(otherfathering, mentoring/tutoring), the goal is getting the men to degree completion
with institutional and academic support. This study showed that when African American
males took advantage of the academic support, they achieved educational success. The
results also provided community college leaders with a baseline to help develop and
improve educational practices to sustain current African American males and increase the
enrollment of future Black men who want to pursue community college. This study
corroborates the literature that suggests that tutors/mentors are the reinforcement needed
in African American male students’ educational advancement and retention (Bratton,
2018; Clark, 2019; Tolliver & Miller, 2018). The studies demonstrated that the men’s
academic challenges decreased with the institutions providing the tutoring/mentoring
component; thus, they proceeded to the next academic level. Another finding in this study
was that, as community college leaders find ways of improving African American males’
retention, continued financial support for tutoring and mentorship services is essential.
Due to COVID-19, online learning communities are starting to replace the
traditional way students and staff acquire learning, socialize, and build relationships. The
participating community colleges support technology as a renewable resource in student
learning and retention. To show that online learning can be as effective for student
learning as synchronous learning, Colucci and Grebing (2020) conducted a quantitative
analysis study. The study used male participants at a community college to explore the
influence of an online orientation program on first-semester college students’ GPA and
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fall-to-spring retention. The study findings showed a significant difference in students’
GPAs and retention when completing the online module between those who accessed and
did not complete it and those who did not access it. The study findings indicate that as an
evolving resource, online programs can increase student GPAs and retention when
students complete the online program(s) than those who do not. Colucci and Grebing’s
(2020) findings are consistent with this study’s that when students take the initiative to
access and complete online instruction provided by staff and faculty, students increase
their GPAs to continue at the institutions. Like the participants in Colucci and Grebing’s
(2020) study who experienced success in completing the online modules, the male
participants in this study showed resilience in accepting a new approach to learning and
persisted to the next level of their academic journey.
The males in this study understood that at Community Colleges A and B, online
learning was the primary source of instruction during COVID-19 until the colleges
received authorization to resume in-class instruction. One male participant said regarding
online learning, “I came here to get an education. I don’t care how I get it. I just want to
graduate.” Another male participant shared the same sentiment that COVID-19 had
changed the traditional way of learning and he accepted that digital learning was the new
norm. Like the students in Colucci and Grebing’s (2020) study, the males in this study
amid a pandemic had online success due to their accepting virtual learning and continued
participation in the process. Notably, the results show that digital learning does not
decrease student learning when they are actively engaged in the learning process (Colucci
& Grebing, 2020).
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As with the students, community college staff expressed wanting COVID-19 to be
over, as it had changed the way traditional practices had been done. For instance,
conventional online teaching practice required staff to change their thinking and attitude
to embrace the new practice. The vice president of student services at College A
mentioned understanding how daunting a task being continuously online was for staff,
students, and faculty, as most of his day was spent on Zoom. Like the students, staff
participants acknowledged that digital programs had become a permanent and significant
resource in education and extracurricular activities. CCS4-G said, “Digital spaces are
here to stay, like it or not.” The position of students and staff in this study aligns with
Colucci and Grebing’s (2020) analysis that virtual learning is new to the educational
process, and some pushback is to be expected, as described in Colucci and Grebing’s
(2020) study where some of the students either did not finish the online modules or never
started. However, the students that completed the modules were academically successful.
The same holds for the African American males in this study whose efforts produced
positive academic success in completing the online programs to move beyond their
current academic status.
This study and the research studies demonstrated that Spencer’s theory when
applied by departments working collaboratively and cohesively as one unit to build
relationships and to provide resources and support to the citizens in the society, will
produce positive outcomes for the organization and the citizens. The research participants
in this study and the research studies agreed on most factors impacting African American
males’ retention at community colleges. Based on the findings of this study, of
significance is what future actions can African American males and community college
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staff take to improve the social, institutional, and academic status of the males to increase
this group’s retention during and after a pandemic. In the next section, the implication of
the findings will provide social, institutional, and academic recommendations for both
entities to improve their outcomes.
Implications for the Findings for African American Males
The study poses various implications for African American males and
community college staff in implementing methods to progress amid a pandemic. The
findings also suggest that each entity benefits from the success of the other. For example,
African American males from the collaboration and support of the departments and the
males accepting the help of the staff, coaches, and other college agents, were codependent in improving the males’ social, institutional, and academic outcomes.
Social Implications
African American males at Colleges A and B shared missing their peers and
friends during the pandemic. Based on the findings of this study, the traditional method
students socialized at College A and B was in-person. However, due to the increased
cases of COVID-19 at the institutions, which resulted in a loss of funding and student
enrollment, departments merged into one unit. On merging, the departments had to ally to
create a venue for students to access and gather with friends, staff, and faculty. With the
support of the technology department and the various departments working together,
digital programs were implemented, allowing the students to have a connection with the
campus community amid a pandemic. Implementation of virtual spaces changed how
students and campus agents were accustomed to gathering. The African American males
in this study shared that once they became comfortable and accustomed to using the

129

digital programs, they felt less isolated from peers and friends. The findings of this study
showed that when the African American male participants utilized the online programs
provided by Colleges A and B, they had positive colleges outcomes.
Institutional Implications
In this study, the findings revealed that the African American males, as in Clark’s
(2019) study, benefited from the parental interest provided by the coaches, staff, faculty,
and departments. The collaboration among coaches, staff, faculty, and other departments
helped the males navigate and access resources at College A and B. The males shared the
sentiment that coaches, tutors, counselors, mentors, and staff parenting were a vital factor
in their progressing to their second year. The males shared experiencing a sense of
belonging because of the care and nurturing received for the relationship between the
coaches and the other departments. The coaches and other departments essentially
“otherparenting” the males was beneficial to their remaining at the colleges. The
marriage among departments helped bridge the relationship between students and staff by
creating a common culture in which trust, integrity, and friendships were fostered.
Spencer’s theory aligns with the findings of this study in that when departments within
the organization together create a healthy environment in which citizens are cared for and
nourished, citizens prosper.
Academic Implications
The academic implications of this study suggest that African American males
ages 18 to 24 benefit from the academic support of departments collaborating to avoid
academic probation, loss of scholarships, or dismissal. All five male participants, when
entering their first year at College A and B, were unsuspecting of the changes each would
have to make to align with the colleges’ standards to remain at the institutions. Availing
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themselves of the support of coaches, mentors, advisors, staff, and tutors to help with
academic challenges, they progressed academically to continue at the institutions. African
American males entering college for the first time are unfamiliar with the policies and
practices impacting their stay. Staff working with departments need to be cognizant that
African American males enter college with limited knowledge of institutional customs
and traditions and are trusting practitioners to network on their behalf to reach degree
completion (Brooms & Perry, 2016; Spencer,1898).
Implications of the Findings for Community College Staff
The intensity of COVID-19 on community colleges’ availability of resources to
retain African American male students prompted colleges leaders to look at the men’s
situation through another set of lenses. Departments collaborating are the pipeline to the
males’ social, institutional, and academic success. The African American males in this
study were 18 to 19 years of age. Although the males in this study were legally adults,
their vulnerability, innocence, and inexperience with life made them easy targets to be
taken advantage of on and off-campus. Staff, coaches, faculty, and other college agents
working together need to be mindful of this group’s cognitive development when
preparing for this group’s social, institutional, and academic integration (Spencer, 1898).
Social Implications
Findings from this study implied that some staff from Community Colleges A and
B in showing interest in the activities the African American males in this study engaged
in, such as sports, clubs/organizations, and online spaces, which increased both students
and staff social interaction. This finding may imply that African American males ages 18
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to 24 years of age want to develop positive relationships with faculty, staff, and other
campus agents.
The associate dean of student services at Community College B indicated
attending the males in this study sports events and frequenting places African American
males socialized to inform them of available campus resources. Another staff member
from College A shared the same sentiment that attending students’ games, socializing
with this group at Black Lives Matter meetings, and knowing their coaches helped to
increase his relationship with African American males. This finding suggests increasing
staff and faculty attending and engaging in activities with African American males 18 to
24 years of age is necessary to build the relationships required to support these vulnerable
students.
Institutional Implications
This study expanded on the departments at Colleges A and B collaborating to
create more revenue to fund, amid a pandemic, ethnic-based programs focused on
increasing African American males’ retention and enrollment. Staff interviewed in this
study identified in-person department meetings, digital spaces, and the participating
colleges’ email systems to partner and network, so to discuss consolidation of resources
and staff accessibility to students, particularly African American males. The findings of
this study have implications for staff at community colleges. For example, Colleges A
and B, concerned with increased stability and continuity of African American males at
the institutions, may need to be innovative in constructing resources to maintain the
males.
Academic Implications
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The findings of this study have implications for coaches, faculty, staff, and other
campus agents at Colleges A and B. For instance, African American males’ academic
success at Colleges A and B amid the pandemic has not been jeopardized during COVID19. The male participants in this study shared that although COVID-19 has made changes
to the overall operations of the college, it has not impacted their receiving needed
resources and quality education. Departments at Colleges A and B have provided
continuous tutoring, technology, mentoring, and academic support amid budget cuts and
a pandemic. African American males in this study at both colleges reported having
availability to athletic coaches, success coaches, and the safety and health departments.
This finding implies that departments, coaches, tutors, and other college agents amid a
pandemic have increased their presence and availability to help African American males
in this study succeed. The academic outcomes for the males in this study coincide with
Tolliver and Miller (2018) that African American males benefit from staff, faculty, tutors,
and mentors going beyond the norms to help this group reach degree completion. As
Spencer (1898) explained, the responsibility of organizations is to bring change to the
environment so citizens can attain personal goals to move forward.
Limitations of the Study
This study explored the factors African American male students and community
colleges staff identify as required for men’s retention and personal persistence through
community college. Three limitations constrained this study. The first was conducting the
research interviews primarily on Zoom, the second was the small sample size of the
African American male participants, and the third was the small sample size of
community college staff.
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Zoom
As a student researcher, the inability to spend time at the college campuses
limited the researcher’s physical contact and field observations in the natural
environment. Due to the increased cases of COVID-19, St. John Fisher College and the
two participating colleges in the study implemented a directive that all researchers were
to conduct interviews by Zoom until further notice. However, the interviews over Zoom
still provided some valuable insights from the participants.
Student Sample Size
The study was conducted in August 2021 amid COVID-19, with students, staff,
and faculty returning from summer break. Transitioning from summer break to resuming
college routines appeared to be overwhelming and limited available time for possible
participants to commit to the study.
Staff Sample Size
Time to commit to the study was a primary obstacle for community college
leaders and students. A small group of six staff members participated—two staff
members from Community College A and four from Community College B.
It is difficult to determine how many African American males and community
college leaders may have participated in the study had it taken place during another
semester and with the absence of COVID-19.
Recommendations
African American male students, for example, embark on an academic journey
that presents several challenges. For instance, African American males bring a cultural
presence to the campus that is the essence of their identity, culture, values, and beliefs.
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Often, White staff and other institutional agents unfamiliar with African Americans
customs, traditions, and the overall family dynamics misconstrue the men’s conduct and
straightforwardness as aggressive and assertive behavior. As stated by staff, the men’s
lack of knowledge of navigating and understanding policy and procedures of the
institutions can be problematic, such as (a) interpreting institutional policy and
procedures described in the class syllabus, (b) synthesizing the goals and objectives of the
class to meet institutional expectations, (c) managing time to meet academic and offcampus obligations to sustain a passing GPA, and (d) identifying campus agents to help
with meal plans, dorms concerns, keys, books, health and wellness, and much more.
Learning to navigate these elements can be time-consuming, frustrating, and
overwhelming for the males. College leaders showing empathy and patience in helping
the men through their college experience can be significant to the men staying or leaving
the institutions.
As shared by staff, the recommendation for African American males is to be
proactive in taking advantage of the resources provided by the institutions to support
student learning. Also, regularly participating in online events to build student and faculty
relationships helps increase social networking, especially during a pandemic. Participants
stated that joining Black organizations and other clubs of interest helped decrease
loneliness and broadened student diversity.
This study contributes to the limited literature on African American males and
community college staff perception of the required factors for student retention at
community college. The recommendation is for future researchers to add to the literature
by examining other factors African American males and community college leaders
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perceive as vital for the males’ retention at community college. Departments, staff,
faculty, and coaches working together to better African American males’ retention would
benefit from future research concerned with the educational outcomes of
underrepresented groups in higher education. Suggestions for future research are
discussed below.
Future research could involve a quantitative study on the influence of an EOP on
African American male students at a 4-year institution. This study examined the retention
of 18 to 24-year-old African American males at two community colleges in the
Northeastern US. One of the participating colleges was urban and the other was rural.
Future research may involve examining the retention factors of first-generation Black
females 18 to 24 years of age at community colleges elsewhere in the US. The findings
may be different depending on the political and social climate.
Further research may involve a qualitative study to understand what factors
prevent the attrition of first-year Hispanic women in an online program at a Hispanicserving institution (HSI). As online learning is becoming popular with institutions, some
students do not support the new learning space. Learning of the factors these women
perceive increase their retention could be helpful to college leaders in developing training
programs and resources to better these women’s chances of degree attainment.
Recommendations for future research also may include interviewing students who failed
to be retained and their community college staff to identify the factors that kept them
from continuing. Last is the necessity of examining diversity, equity, and inclusion (DEI)
efforts of the institutions that specifically address retention for other races and genders.
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This paper also demonstrates the urgency for action by college leaders to help
African American males reach degree completion— just as CCS1-M said, “We have to
try something different because what we are doing now is not working.” Therefore,
implementing a plan of action to revamp old traditions and customs to integrate the men
academically and socially on and off the campuses is vital to college retention and
attrition of African American males.
The findings of this study on the factors impacting African American males’
retention at community colleges add to and affirm other studies in the literature (Bellis et
al., 2018; Brooms, 2015; Brooms, 2016; Dika, 2012; Mbuva, 2011; Tinto, 1975).
Historically, a plethora of research establishes the elements higher education may
consider in increasing college retention of African American males. However, based on
the findings, of concern is the institutional impact of COVID-19 on the men’s already
low retention.
This study suggests that community colleges were impacted significantly by the
elements of the COVID-19 virus and its duration. However, community college leaders
can start implementing change that challenges the traditional practice of educating all
students by the standards specific to White students, despite the pandemic. Implementing
procedures to include varying cultures, genders, and races so students could develop
interpersonal relationships could improve African American males’ stay at community
colleges. For example, the EOP counselor and only Black male staff member in the study
articulated that those African American male affiliates in the EOP program shared that
his service and commitment to supporting and caring for their needs kept them at the
college. CCS1-M and CCS2-M described the EOP and the Men of Excellence Black male
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staff at the college as humble servants committed and dedicated to students’ success,
essential components to the males’ remaining at the college.
To help community college leaders decrease the number of African American
males exiting the institutions, ongoing inquiry of strategies from empirical studies may
provide effective methods. Recognizing the need for continuous training of staff and
campus agents, particularly White staff, on culturally relevant pedagogy, staff
participants suggested ongoing training may benefit all staff members as community
college campuses are shifting to become more non-White student bodies.
Conclusion
The impact of COVID-19 significantly changed the way the departments at
community colleges operated to supply available resources and support to the students,
particularly African American males. Because of COVID-19, it was not economical for
departments at Colleges A and B to work independently of each other. Thus, a merger of
departments into one team occurred, changing the interaction and relationship among
departments to better serve the students. Community colleges providing the men with
needed resources and support to retain them to persist to their second year is paramount.
On entering community colleges for the first time, African American males
encounter an environment different from their own and benefit from the help of those
responsible for their care. Community colleges combining campus resources to provide
social, institutional, and academic support to increase African American males’ retention
to accomplish degree attainment help build a community of scholars prepared to work in
a diverse society. Knowing the factors that African American males and community
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college staff identify as required for student retention could help community college
leaders in increasing the males’ continuing at the institutions
For students to feel a sense of community during and after a pandemic will
require community college leaders to collaborate with counselors, mental health teams,
tutoring services, and other campus agents to help African American males to have an
engaging and successful college experience. Community college leaders will benefit from
understanding that the men’s educational outcomes depend on the facilitation of staff and
collaboration of college agents, reinforcing supportive processes to foster student
achievement.
This study does not slight the demands on staff in managing the institutions’
operations with less funding and human resources during the ongoing pandemic.
However, the gap in African American males’ college retention compared to other races
and genders should motivate institutional agents to prepare the men for academic success,
thus preparing them for economic contribution and prosperity with other degrees bearing
racial/ethnic and gender groups.
The study findings bring awareness to the cultural sensitivity of African American
males at predominantly White community colleges. In creating an inclusive and equitable
college environment, community college leaders need to integrate various opportunities
for the males to experience new situations that enhances their learning to prepare them
for competing in a diverse economy. Thus, aligning with Spencer’s theory that the body
remains healthy because of healthy organs working together, so the interdependence of
departments working together will create a healthy college community and healthy,
young Black male college graduates.
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Appendix A
Student Demographics Form

African American Males and College Staff: Perception of the Factors Required
for Student Retention in Community
Please Note: Participants may opt out of answering a question if it makes them
uncomfortable.
1. Do you identify as Black/African American Male: ___yes

___no

2. Age:
__ 0-17
__ 18-24
__ 25-35
__ 35-44
__ 45-54
__ 55-64
__ 65 or more
3. Education:
__ Less than HS diploma
__ High school
__ Some college
__ Bachelor’s degree
__ Graduate degree
4. College Credits completed: __0 ___0-24 __25-28 ___49-60 __over 60
5. What is your status: __full-time

__ part-time

6. Semesters completed at the

institution: __0 __1-2 __3-4 __5-6 __7 or more
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7. Do you live on or off-campus? __yes

__no

8. Does living on or off-campus impact your relationship with college staff and peers?
___yes ___no
If so, how________________________________________________?

9. Are you aware of any Black males initiative programs or clubs/organizations on the
campus? ____yes ____no
10. Are you currently a member of a student club/organization? __yes

__no

If so, what club/organization and the years affiliated?
____________________________________________________
11. Do you feel supported by college staff at this institution? __yes __no
12. Have you met with college staff to discuss your academic plan?
__yes __no
If so, title of college staff and how often have you meet (once, twice,
etc.)? _______________________________________
Times met___
13. Do you feel welcomed at this institution? ___yes

____no

14. From your observation which group is the dominant population at the
institution?
Men
___White
___Am. Black/African
___Am. Indian/Alaska Native
___Hispanic, Latino
___Asian
___Native Hawaiian or Other Pacific
Islander
___Two or more Races Unknown
Women
___White
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___Am. Black/African
___Am. Indian/Alaska Native
___Hispanic, Latino
___Asian
___Native Hawaiian or Other Pacific Islander
___Two or more Races
___Unknown
15. From your observation, what is the dominant gender by race at the
institution?
Men
___White
___Am. Black/African
___Am. Indian/Alaska Native
___Hispanic, Latino
___Asian
___Native Hawaiian or Other Pacific
Islander
___Two or more Races Unknown
Women
___White
___Am. Black/African
___Am. Indian/Alaska Native
___Hispanic, Latino
___Asian
___Native Hawaiian or Other Pacific Islander
___Two or more Races
___Unknown
16. Have college staff ever socialized with you on or off-campus?
___yes ___no
___Times met.
17. Are you presently a participant in any special campus programs related to student
success (HEOP, Black Male Initiative (BMI), EOP)? __yes ___no
If so, what is the name of the organization and the years affiliated?
_________________________________________________________________
18. Do you feel racially/ethically and culturally represented at the institution?
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19. Is this a good institution for African American males to attend?
___yes ____no
20. Which college do you attend? ____MCC

___GCC

21. Can the institution improve the way it integrates African American males into the
college environment? ___yes
___no
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Appendix B
Staff Demographics Form

African American Males and College Staff: Perception of the Factors Required
for Student Retention in Community
Please Note: A participant may opt out of answering a question if it makes them
uncomfortable.
1. What is your ethnic background and do you identify as any other
race/ethnic/nationality?________________________________________
2. What college are you employed? _______MCC

__________GCC

3. Education: Less than HS diploma___High school __Some college __Bachelor’s
degree ___Graduate degree
4.

Are you currently full or part-time at the college? __full-time _part-time

5. What position/title do you currently hold at the community college you are
employed? _____________________________________________
6. How long have you been in the position? ___
Does your position involve working with African American males’ retention?
_always
_very often
_sometimes
_rarely
_never
7. In your position, how often do you engage with African American male students?
_always
_very often
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_sometimes
_rarely
_never
8. Have you ever or currently participated in any campus or initiative
programs related to African American males’ college success?
_always
_very often
_sometimes
_rarely
_never
If so, what is the organization’s name?
_____________________________________________________________
9. If provided the opportunity to participate in an African American campus or
initiative program, would you?
_always
_very often
_sometimes
_rarely
_never
10. Do you feel Black Lives Matter to the college?
_ always
_very often
_sometimes
_rarely
_never
11. Does the college do enough to welcome African American males on the
campus?
_ always
_ very often
_ sometimes
_ rarely
_ never
12. Are you aware of any campus initiative success programs or Black/African
American clubs/organizations for students? ____yes ____no
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13. Have you ever participated in any on-campus club/organization African
American males engage?
_always
_very often
_sometimes
_rarely
_never
If so, what is the club/organization’s name?
____________________________________
If provided the opportunity to participate in any African American
club/organization, would you?
_always
_very often
_sometimes
_rarely
_never
14. Do you allow media stereotyping of African American males to impact how
you service them?
_always
_very often
_sometimes
_rarely
_never
15. Are there safe spaces on campus where African American males and college
staff can meet to discuss concerns and build relationships?
_always
_very often
_sometimes
_rarely
_never
16. Do you feel you have a responsibility to support African American males’
retention at college?
_always
_very often
_sometimes
_rarely
_never
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17. Do you feel African American males are racially/ethically and culturally
represented on the campus?
18. Is this a good institution for African American males to attend?
19. Can the institution improve the way it integrates African American males into
the college environment? ___yes ___no
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Appendix C
Student Interview Protocol
1. Tell me about your experience as a student in this community college.
a. What has been your academic experience at the community college?
b. What has been your experience socially at the community college?
2. Describe your experience with the college’s process for integrating African
American males into the college community?
a. Are there programs at the college that have helped orient and support you
personally on your educational/academic journey? If so, tell me about
them.
b. Are there programs at the college that have contributed to your social life
on campus? If so, tell me about them.
3. What factors have helped you persist in continuing at this community college?
a. Personal factors?
b. Academic supports provided by the college?
c. Extracurricular opportunities provided by the college?
d. Other factors?
4. What factors, if any, have challenged your ability to persist in continuing at the
community college?
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a. Are you aware of any academic or social programs offered by the college
for African American males that have not been helpful with your
continuing here?
b. Are you aware of any academic or social programs offered by the college
for African American males that you’ve chosen not to take part in?
5. If you were able to design a college program to improve African American males’
persistence in college, what factors would you consider in the design?
a. What academic support would be in the program?
b. What social supports would be in the program?
c. In general, how can your college improve African American males’
integration and persistence in community college?
6. Is there any additional information you would like to share?
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Appendix D
College Staff Interview Protocol
1. Tell me about your experience as a college staff in this community college.
a. What has been your academic experience with African American males at
the community college?
b. What has been your social experience with African American males at the
community college? Describe your experience.
2. Describe your experience with the college’s process for integrating African
American males into the college community?
a. Are there programs at the college that have helped orient and support you
personally in working with African American males? If so, tell me about
them.
b. Are there programs at the college that have contributed to your socially
engaging with African American males? If so, tell me about them.
3. What factors do you perceive may help African American males persist in
continuing at this community college?
a. Personal factors?
b. Academic supports provided by the college?
c. Extracurricular opportunities provided by the college?
d. Other factors?
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4. What factors, if any, have challenged your ability to assist African American
males to persist in continuing at the community college?
a. Are you aware of any academic or social programs offered by the college
for African American males that have not been helpful with their
continuing here?
b. Are you aware of any academic or social programs offered by the college
for African American males that you’ve chosen not to participate in?
5. If you were able to design a college program to improve African American males’
persistence in college, what factors would you consider in the design?
a. What academic support would be in the program?
b. What social supports would be in the program?
c. In general, how can your college improve African American males’
integration and persistence in community college?
6. Is there any additional information you would like to share?
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Appendix E
Student Consent Form
St. John Fisher College IRB
Approval Date: June 10, 2021
Approved: June 10, 2021 / Expired: June 10, 2022

Student Consent Form
I am a doctoral student at St. John Fisher College, Rochester, New York. I am conducting
a qualitative phenomenological research study for my dissertation in the Ed.D. in
Executive Leadership Program. The study focuses on whether African American male
students and community college staff agree on the social, institutional, and academic
factors required for student retention and persistence.
Your participation in this study will involve your being interviewed for approximately 90
minutes. The interview will consist of a Zoom recording, which I will use to interpret
your experiences’ meaning and understanding. The research question will focus on
whether African American male students and community college staff agree on the
social, institutional, and academic factors required for student retention and persistence.
Your name and identity as the other participants will not be jeopardized during or after
the study when used in future presentations or publications. To protect your identity and
privacy, you will receive pen names (pseudonyms), as will the other participants. All
study records with identifiable information, including approved IRB documents, tapes,
transcripts, and consent forms, will be destroyed by shredding and/or deleted after three
years.
Identifiable researcher records will be stored securely, and only the researcher will have
access to the records. All data will be kept on a password-protected laptop by the
researcher.
Please, be aware that your participation in this study is voluntary and requires your
informed consent. Your decision on whether to participate will not affect your current or
future relationship with St. John Fisher College or your relationship at your school or
place of employment. If you decide to participate, you are under no obligation to answer
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any question (s) that make you uncomfortable. You may also withdraw from this study at
any time without penalty.
I appreciate your considering sharing your lived experiences in a community college
with me to understand further how African American male students and community
college staff can work together to decrease the unsatisfactory rates of student retention
and persistence in higher education.
If you have any questions or concerns about participating in this study, please contact me
at 585-290-3031 or epo08092@sjfc.edu. You may also contact my dissertation chair with
your questions: his name is Dr. Michael Wischnowski, and his contact information is:
mwischnowski@sjfc.edu. Also, to show my appreciation for your time and participation
in this study, I will be giving all participants a $25 Amazon gift card.
Please sign and date the consent form below to show you agree with these terms and
return it by email to the researcher’s email epo08092@sjfc.edu. I look forward to your
participation in the study.

Sincerely,

Emmalean P. Overby

Participant’s Signature____________________________ Date___________

Participant’s Print Name___________________________ Date___________
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Appendix F
Staff Consent Form
St. John Fisher College IRB
Approval Date: June 10, 2021
Approved: June 10, 2021 / Expired: June 10, 2022

College Staff Informal Consent Form
I am a doctoral student at St. John Fisher College, Rochester, New York. I am conducting
a qualitative phenomenological research study for my dissertation in the Ed.D. in
Executive Leadership Program. The study focuses on whether African American male
students and community college staff agree on the social, institutional, and academic
factors required for student retention and persistence
Your participation in this study will involve your being interviewed for approximately 90
minutes. The interview will consist of audio and video recording, which I will use to
interpret your experiences’ meaning and understanding. The research question will
address whether African American male students and community college staff agree on
the social, institutional, and academic factors required for student retention and
persistence.
Your name and identity like the other participants will not be jeopardized during or after
the study when used in future presentations or publications. To protect your identity and
privacy, you will receive pen names (pseudonyms), as will the other participants. All
study records with identifiable information, including approved IRB documents, tapes,
transcripts, and consent forms, will be destroyed by shredding and/or deleted after three
years. Identifiable researcher records will be stored securely, and only the researcher will
have access to the records. All data will be kept on a password-protected laptop by the
researcher.
Please, be aware that your participation in this study is voluntary and requires your
informed consent. Your decision whether or not to participate will not affect your current
or future relations with St. John Fisher College, your current college, and any other
cooperating institutions, such as a school or agency relevant to the study. If you decide to
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participate, you are free to skip any question that is asked. You may also withdraw from
this study at any time without penalty.
I appreciate your considering sharing your lived experiences working with African
American male students in a community college with me. Your participation in the study
will help me understand how African American male students and community college
staff better their outcomes.
If you have any questions or concerns about participating in this study, please contact me
at 585-290-3031 or epo08092@sjfc.edu. You may also contact my dissertation chair with
your questions: his name is Dr. Michael Wischnowski, and his contact information is:
mwischnowski@sjfc.edu. Also, to show my appreciation for your time and participation
in this study, I will be giving all participants a $25 Amazon gift card.
Please sign and date the consent form below to show you agree with these terms and
return it by email to the researcher’s email epo08092@sjfc.edu. I look forward to your
participation in the study.
With Sincere Gratitude
Emmalean P. Overby

Participant’s Print Name___________________________ Date___________

Participant’s Signature____________________________ Date___________
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